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ABSTRACT
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A.B. Goddard College
Ed.M., Temple University
Ed.D., University of Massachusetts
Directed by: Professor Arthur W. Eve
The process of leadership begins when two humans
interact to make a decision thereby giving direction to
their relationship. Definitions of leadership may vary
depending on different situations and philosophies; yet it
is possible to produce a general def i ni t i on- -1 eadersh i p is
the act of influencing behavior. This process can be
summed up as the relationship between leader and follower,
and leader and situation. There have been many interpre-
tations of this relationship, the most widely accepted
being the situational approach to leadership which explores
the relationship between leadership styles and leadership
situations. Despite growing emphasis on situational and
environmental factors involved in the leadership process,
little attention has been paid to the leader and/or leader-
ship situation which involves ethnic, racial or sexual dif-
ferences. vi
Women, specifically, are seeking careers involving
leadership related roles. Women presently involved in
these roles are a small group, but there are social and
legal pressures to provide access and opportunities for
women to advance in this field, thereby increasing the
number of women involved. In the world 'of education, it
is also clear that women have their place--and it is not
at the top. As one climbs higher on the educational ad-
ministrative ladder, there are fewer women to be found.
Thus, women support the base of the educational pyramid,
while few women can be found at the top of the structure.
This dissertation was devoted to an evaluation of
the development and implementation of the piJot leadership
institute for women. The study included a literature re-
view in the areas of leadership theory and development,
contemporary evaluation theories, and leadership and women.
Also included were the methods for gathering the data and
conclusions and recommendations resulting from the data and
the literature review.
A formative, process approach formed the basis of
the evaluation design in order for the data to reflect both
the development and implementation of the program as well
as outcomes. Two instruments were administered: one instru-
ment at the end of each workshop session, designed to gath-
er information relative to facilitator effectiveness and
content usefulness, and the second instrument upon the
completion of the program, designed to gather more overall
information such as reactions to content and structure of
the program as well as anticipated uses of new skills.
Data were analyzed according to descriptive statistics,
utilizing measures of central tendency and frequency
scores. A descriptive narrative was also included when
reviewing the analysis of the development of the pilot
program
.
108 professionals participated in the program.
From data gathered, the following were some of the con-
clusions reached:
1. Quality of the instruction was perceived to
be almost uniformly excellent.
2. Curriculum content was perceived as appro-
priate and useful.
3. Participants perceived that they had
acquired new skills.
As well as conclusions regarding the Leadership
Institute, a discussion was included relative to general
concerns about women in leadership. Some of the issues
discussed were the problems of stereotyping and societal
constraints effecting women, the lack of role models, and
the inclusion of "women's issues" in formal leadership
development programs.
v i i i
Recommendations for future research included such
potential areas as longitudinal leadership behavior
studies, investigations into androgynous leadership styles,
and studies involving the protege/mentor system of leader-
ship development.
Roles of women in today's society are rapidly
changing. Women professionals must be equipped with
those skills necessary for coping with change and direct-
ing outcomes. The Leadership Institute was one step toward
achieving that end.
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chapter I
INTRODUCTION AND BACKGROUND INFORMATION
The process of leadership begins when two humans
interact to make a decision thereby giving direction to
their relationship. Definitions of leadership may vary
depending on different situations and philosophies; yet it
is possible to set forth a general definition-leadership
is the act of influencing behavior.
1
Beyond that, leader-
ship involves the maintenance of the organization, also
...keeping your organization together
satisfying individual needs, encouraging
self-direction, giving the minority a
chance to be heard, listening, respond-
ing favorably to constructive behavior
and preserving harmony.
2
According to John Lawson, Leslie Griffin and Frank-
lyn Donant, leadership in task-oriented organizations is
the effective blending of two basic concerns that relate
to group goals and group maintenance.
Definition:
Leadership is the process of influencing
others in making decisions, setting
goals and achieving goals...
and
1
J. Lawson; L. Griffin; and F. Donant. Leadership
is Everybody's Business. (California: Impact Publishers,
1 976 ) .
2
1 b i d
.
, p. 176.
2concurrently, it is the process ofkeeping the group together.
3
Although leadership can be observed in an organiza-
tion as the relationship described above, there are other
variables that affect the leadership process such as vary-
ing leadership styles, external factors, personal leader-
ship qualities and time.
4
The process of leadership, therefore, can be summed
up in the relationship: the leader and the other person.
There are several interpretations of this relationship.
For instance, Martin Buber presents his interpretation of
this relationship in the classic I and Thou . The "I" atti-
tude is translated into "I am a person and you are an 'it'",
whereas the "thou" point of view says "I am a person and
you are a person."
Douglas McGregor's "X" and "Y" theory of management
is similar. The "X" represents the degree of direction and
control imposed on a person from without, while the "Y"
represents the degree of integration and self-control im-
posed by a person from within.
^
3
1 b i d .
, p. 176.
4
1 b i d .
5Martin Buber, I and Thou
,
(New York: Charles
Scrivner, 1970).
C
Douglas McGregor, Th e Human Side of Enterprise ,
(New York: McGraw Hill, 1 96"0) .
3Blake and Mouton propose the managerial grid where
they reject the need to select one theory over another and
instead, suggest that there are many possibilities for
blending various leadership styles in different leadership
si tuations J
This situational approach to leadership which ex-
plores the relationship between organizational members has
been adapted and expanded by other authors, most notably,
Hers hey-B 1 ancha rd in the life cycle theory of leadership.
This theory discusses leadership as a function of member-
ship and situation. 8
Despite a continued growing emphasis on assessment
of environmental and situational factors involved in the
leadership process, little attention has been paid to the
leader and/or leadership situation which involves ethnic,
racial, or sexual differences.
Women, specifically, are seeking careers involving
management-related roles. Whether this is directly due to
women's liberation movements is not necessarily relevant
here; however, what is relevant is that low representation
of women in managerial ranks has been gaining increasing
^ R . Blake and J . Monton, T he Managerial Grid
,
(Houston: Gulf Publishing, 1974).
o
Paul Hershey and Kenneth Blanchard, Management of
Organizational Behavior
,
(New Jersey: Englewood Cliffs,
Prentice-Hall, 1972).
4attention. Evidence suggests that women are not perceived
as having the potential to manage. According to a study
Sex Effects in Evaluating Leaders" by Bartol and Butter-
field, this is particularly true among managers who are in
positions to promote women to leadership roles. In the
same study, the authors state that although they feel
there is need for further research, there is little evi-
dence to support the theory that women in leadership roles
would function differently from males in similar circum-
q
stances.
There have been social and legal pressures to pro-
vide equal employment opportunities for women. Some organ-
izations are responding to these pressures by establishing
new goals and policies for the selection, training and
promotion of women employees. Yet, a survey by Rosen and
Jerdee indicates that there is the tendency to be more sup-
portive of the professional interests of the male employee
in the area of career development.^
Women presently involved in management roles are a
small group. In 1970, the United States Census listed about
g
K. Bartol and A. Butterfield, Sex Effects in Eval-
uating Leaders
,
(Paper presented at the Thi rty-Fourth An-
nual Meeting of Academy of Management, Seattle, Washington,
1974]
.
^B. Rosen and T. Jerdee, "Sex Stereotyping in the
Executive Suite," Harvard Business Review (March/Apri 1
,
1974)
55.6 million persons in administrative positions, of whom
less than 2% were women. 11 Further verification of the
small number of women managers can be found in a 1970
study by the American Society for Public Administration
and the Bureau of National Affairs. According to this
study, of the 150 companies surveyed, 39% had no women
managers, 88% had less than 5%, and 93% had fewer than
10%. A follow-up survey taken two years later revealed
that the last group was reduced only three percentage
points - 93% to 90%. What can be concluded from this is
that there are few women in leadership positions and there
is little opportunity for women to gain access to these
positions.
In the world of education, it is also clear that
women have their place--and it is not on the top. As one
climbs higher on the educational administrative ladder,
there are fewer women to be found. In 1971, there were
only two women among the thirteen thousand district
1
1
H i 1 da Kahne, "Women in Management: Strategy for
Increase," A Statement to the Advisory Committee on the
Economic RoTe~ of Women, Council of Economic Advisors
(Washington, D . C . : Business and Professional Women's
Foundation, 1974), p. 3.
1
2
1 b i d
.
, p. 3.
1
3
1 b i d
, p. 4.
6superintendents in the United States. 14 Thus, women
support the base of the educational pyramid, while few
women can be found at the top of the structure issuing
directives and decisions.
Admittedly, changes regarding promotion, training
and hiring of women have occurred. These changes are nec-
essary, but not sufficient as strategies for maximizing
women s influence within the organization.
Any strategy must take account of women's
values, self-concepts, and attitudes, as
well as institutional factors that have
minimized their influence. 15
Women's fear of acting assertively, their belief
that they do not belong among important decision-makers,
and their desires to meet other's needs are societally
taught norms which act as barriers to entering higher
level positions of responsi bi 1 i ty . Professional develop-
ment programs need to modify these barriers as well as
focus upon training women for positions in planning, ad-
ministration and management.
1 4
N. Frazier and M. Sadker, Sexism in School and
Society
,
(New York: Harper and Row
, 1973), p . 97
.
1 5 Nancy Hooyman and J. Kaplan, "New Roles for Pro-
fessional Women; Skills for Change," Public Administration
Review 36 ( Ju 1 y / Augus t , 1 976), p. 375.
7These positions require the abilities
to set long range goals and develop theplans to attain them, to make and imple-
ment significant decisions that affect
others, to negotiate and resolve con-flict, to develop proposals, to influ-
ence and mobilize others, to form
coalitions, and to run meetings effic-
i ently
.
1 o
Thus, professional development for women needs to
include: (1) internal skills, that is, the need to increase
personal power; (2) interpersonal skills, or learning to
develop effective working relationships with both men and
women; and (3) organizational skills in conflict resolu-
tion, organizing others and leading for change groups. 17
Human service professions, such as teaching, have
generally been viewed as appropriate for women, perhaps
because these types of professions are person-oriented and
call for skills in helping, nurturing and empathizing,
skills generally associated with women, 18 Until recently,
these professions were the only ones open to women in any
large numbers. Women teachers predominate in the schooling
structure, yet not on the administrative or decision-making
1
6
1 b i d .
, p. 376.
1
7
1 b i d ,
,
p. 377
1 8Margaret Adams, "The Compassion Trap," Women in
Sexist Society, Gosnuck and Moran, eds
. ,
(New York: Basic
Books, 1971).
8level. In an informal assessment prepared by this author,
in the Commonwealth of Massachusetts, out of two hundred
school principals randomly chosen, 3% were women. There
clearly is a need to encourage women educational profes-
sionals to seek higher level positions within school sys-
tems .
That need has been recognized by the Massachusetts
State Department of Education, Division of Occupational
Education. In January, 1977, the Division of Occupational
Education funded a proposal from the Institute for Govern-
mental Services of the University of Massachusetts to de-
velop a leadership training program for women teachers in
home economics and related occupational education fields.
This population was selected because, traditionally,
these teachers have been somewhat isolated from those in-
dividuals who occupy leadership and/or decision-making
roles within school systems. Even within their own areas
in occupational education and home economics, these teach-
ers are usually not looked upon for leadership. There is
also the general tendency for many home economics teachers
to regard themselves, and be regarded by others, as expert
homemakers whose primary function is the preparation of
young women for eventual roles as homemakers. With these
factors in mind, it is not surprising that these teachers
have had minor impact on major decision-making processes
9that occur within school systems, even regarding those
decisions relative to their own fields.
Within the specific field of home economics, con-
tent issues, as well as personnel issues need to be ad-
dressed. The curriculum traditionally taught in home
economics courses is no longer, by itself, sufficient.
The home economics teachers need to make programmatic
changes if their courses are to remain viable and relevant
to the needs of today's youth.
The trend in home economics is oriented towards
consumer issues. The teachers need to obtain skills in
developing consumer education curriculum. However, cur-
riculum development, by itself, is not enough. Teachers
must be equipped with those skills necessary to implement
their innovations.
With this as background, the Institute for Govern-
mental Services, sponsored by the Division of Occupational
Education, created an Occupational Education Pilot Leader-
ship Institute designed to present organizational and man-
agement skills within the context of consumer education
program development for women professionals in these
fields.
The general goal of the Leadership Institute was
for participants to become more aware of their own roles
within the change process and to become more effective as
\
10
agents and leaders of change in the respective programs
and school s
.
The Leadership Institute was scheduled for the
summer of 1977 at a conference facility in Hyannis, Massa-
chusetts. Topics included in the conference were:
Concepts of Leadership
Goals and Objectives of Consumer Education
Consumer Education Curriculum Development
and Classroom Activities
Planning and Needs Assessment
Organizing for Change
Program Evaluation
Teamwork and Interdepartmental Coordination
Interpersonal Communication
Leadership Styles and Behaviors
It is difficult to communicate much of the knowledge
base involved with administrative development in a short-
term training program. Formal education will have provided
the potential participants with the credentials required to
enter an institution; this Leadership Institute can assist
in the development of additional skills required to func-
tion as effectively as possible, despite existing institu-
tional constraints.
Roles of women in today's society are rapidly
changing. Women professionals must be equipped with
those skills necessary for coping with changes and direct-
ing outcomes. The Leadership Institute for Women in Occu-
pational Education was one step toward organized profession-
al development for a population traditionally overlooked.
Equally important, the pilot program serves as an opportun-
ity to begin to develop new sources of leadership across
the Commonwealth.
The goals of the State Department of Education,
Division of Occupational Education, were to begin to es-
tablish procedures for leadership development for profes-
sional women within occupational education and thus affect
change. The goals for the Institute for Governmental Ser-
vices were to develop and implement procedures and programs.
The Leadership Institute for Women in Occupational
Education was indeed a pilot program, insofar as very
little has been done institutionally with this population.
Because of the innovation represented, this dissertation
was devoted to an evaluation of the development and imple-
mentation of the Leadership Institute,
Purpose of the Study
The purpose of this study was to evaluate the de-
velopment and implementation of a pilot leadership train-
ing program for women. As a means of accomplishing this
general goal, the study included the following specific
objectives:
1. To conduct a literature search and review
of selected literature on:
9. leadership theory and development
b. formative evaluation
c. leadership and women
2. To design appropriate mechanisms for the
collection of data
3. To report on the data that was collected
during the development and implementation
of the pilot program
4. To propose general recommendations regarding
the development and implementation of such
programs
Definition of Terms
For the purposes of this study, the following terms
have been operationally defined:
Consumer Education : A broad term to encompass the educa-
tional efforts designed to promote an
understanding of the role of the con-
sumer in our society.
Evaluation : A process to determine the operations
and effects of a specified program,
relative to the objectives it set out
to reach, in order to contribute to
the decision-making surrounding the
program
.
Home Economics : An academic discipline concerned with
all phases of home and family living
including child development, food and
13
Home Economics :
(Continued)
Leadership :
Participants :
nutrition, textiles and clothing,
family relationships, housing and
household management.
A role that leads towards goal achieve
ment, involving interaction with influ
ence, usually resulting in some form
of changed structure or behavior of
groups, organizations, and/or commit-
tees. Throughout the study the term
leadership will be used interchange-
ably with the term management.
Participants was used to describe the
population in the plural and used in-
terchangeably with the term respond-
ents .
Design of Study
A formative evaluation approach formed the basis of
the design, in order for the data to reflect back on both
the development and the implementation of the program.
Methods
Two instruments were administered: one instrument
at the end of each workshop session, and the second in-
strument upon the completion of the program.
The first questionnaire, administered at the end of
each workshop session, was designed to gather information
relative to facilitator effectiveness, to differentiate
instructional problems from programmatic issues, and
14
content issues such as appropriateness, importance, and
usefulness to the participants. The questionnaire was
made up of a series of statements followed by a five
point scale from "strongly disagree" to "strongly agree,"
plus a non-appl i cable category. The statements fell into
three areas: 1) statements regarding the workshop facili-
tator; 2) statements regarding the session in general;
and, 3) "I" statements regarding the participants' reac-
tions to the session. This questionnaire also included a
series of open-ended questions relative to the partici-
pants' perceptions of their learning.
The second questionnaire was administered upon the
completion of the program and was designed to gather more
overall information including participants' reactions to
the content and structure of the program as well as antici-
pated uses of new skills. This questionnaire was made up
of open-ended questions and multiple, forced-choice ques-
tions.
Another part of the methodology included content/
process observers, one observer in each workshop session.
Their role was to observe what material was covered, look
for instructional difficulties, observe any process issues
such as communication patterns and administer and collect
questionnaires. The content/process observers completed
observation forms during each session. The observation
15
forms covered facilitator effectiveness, participant
behaviors and content completion.
Analysis of Data
Data was analyzed according to descriptive statis-
tics, utilizing measures of central tendency--means
, modes
and medians--and frequency scores. A descriptive narrative
was also included when reviewing the analysis of the de-
velopment of the pilot program.
Sampl
e
The population who participated in the Leadership
Institute consisted of 108 Home Economics/Occupational Ed-
ucation teachers from across the Commonwealth. The partic-
ipants were selected by personnel from the State Department
of Education, Division of Occupational Education.
Assumptions of the Study
The assumptions of the study were as follows:
1. Training program participants were Home Economics
teachers and professionals in related fields who
were familiar with Home Economics/Occupational
Education curriculum development and programming.
2. Participants were willing members of the pilot
training group.
3. Participants were candid and honest when complet-
ing questionnaires.
16
4. Leadership was being viewed as a series of
skills, specific aspects of which are acquirable.
5. The process/content observers were experienced
and trained observers, thus reliability existed.
Limitations of the Study
The following limitations should be kept in mind
while reading this study:
1. The participants of the pilot program had been
personally selected by State Department person-
nel. They were not necessarily representative
of Home Economics and Occupational Education
teachers beyond those actually in attendance;
therefore, the findings of the evaluation aspect
of the study cannot be generalized to other Home
Economics and Occupational Education teachers
in Massachusetts.
2. This study dealt only with events leading up to
and through the pilot program. Long range ef-
fects of the Leadership Institute were not in-
cluded.
Significance of Study
A professional development program is significant by
the very fact that it attempts to change, modify and/or
support behavior. The Leadership Institute for Women in
Occupational Education goes beyond that because it attempted
to promote change in an. area and with a population that
tradi ti ona 1 ly had not been the recipient of such programs.
Current curriculum, teaching methods and strategies
in Home Economics and Occupational Education could be af-
fected as a result of this program. The image of the
teacher will be affected and hopefully, some of the sex
stereotypes of the professional in Home Economics and Oc-
cupational Education will be altered.
Significance of this study can also be found in
that the leadership program was only the first of a poten-
tial series of professional development programs for women
in Massachusetts. The information generated throughout the
planning, implementation and evaluation phases of the
Leadership Institute will be vital when viewed in terms of
a larger professional development scheme.
Looking at the results of this study from a spiral-
ing perspective, the sphere of influence is very large.
Professionals who participated in the Leadership Institute
returned to their schools and attempted to bring about
programmatic change. In their efforts they come into con-
tact with other professionals who become affected.
Therefore, not only is a professional network de-
veloped across the state, but as a result of the Leadership
Institute, there will be changes initiated by women who
have the necessary decision-making and implementation
skills to bring about changes from within their organiza-
tions.
18
This pilot program was not meant to be interpreted
as development of a leadership training model for women.
However, it is possible that the data gathered can later
be channeled into developing training models.
Organization of Dissertation
The dissertation is presented in five chapters.
Chapter I is devoted to a discussion of the nature of the
study. Included in this chapter is background and rational
of the Leadership Institute, goals of the study, methodolo-
gy, definition of terms used throughout the study, assump-
tions, limitations and significance of the study. A review
of selected literature is presented in Chapter II. The re-
view falls into three thematic areas: formative evaluation,
leadership theory and development, and women and leader-
ship. Chapter III of the dissertation is the presentation
of the methodology utilized throughout the study, including
a detailed program description. Presentation and analysis
of the data makes up Chapter IV. Chapter V, the concluding
chapter, is a summary of the study, including conclusions
and recommendations regarding the development and implemen-
tation of the Leadership Institute. Suggestions for future
professional development programs will also be included.
CHAPTER II
A REVIEW OF SELECTED LITERATURE AND RELATED RESEARCH
/
Since the turn of the century, practitioners and
writers in the field of leadership and management have been
involved in a search to define leadership, tasks and be-
haviors. A historical review of leadership theory demon-
strates trends and directions taken in this search. In
efforts to further define and clarify the concept of lead-
ership, other questions, such as "Can leadership be devel-
oped?
,
and, if so, "What should be involved when training
or developing new leaders?" have emerged. This disserta-
^ i ® ^ » An Evaluation of the Development and Implementation
of a Pilot Leadership Training Program
, begins to deal with
some of these questions. This chapter attempts to lay a
theoretical base for the study by reviewing selected liter-
ature and research pertinent to the three major dimensions
of the study: 1) leadership theory and development; 2) eval-
uation theory and processes; and, 3) leadership and women.
The first part of this chapter is a historical re-
view of the development of leadership theory and leadership
tasks and behaviors. The second section of the chapter is
a review of evaluation theory and design.
The world of management has been impacted by the
effects of the growing number of women attempting to break
20
into the managerial ranks. In the past few years, research
has been generated to explore this phenomenon. Thus, the
final part of this chapter discusses some of that research.
Leaders hip Theory and Development
The definition of the process of leadership has
undergone many transformations. Perhaps it can best be
summed up as a process involving a relationship between the
leader and the follower
,
and/or the leader and the situa-
tion. There are, however, many different interpretations
of this relationship. The following segments of this major
chapter deal with several of those interpretations.
Scientific Management
Scientific management movement was based on the work
of Frederick Winslow Taylor during the early 1900's. The
basis of scientific management was technological. Improv-
ing techniques and methods used by workers would increase
output. This movement has been interpreted as considering
people as machinery. Management was divorced from human
affairs. Taylor initiated time and motion studies to ana-
lyze work tasks in order to improve performance. Jobs were
reorganized with efficiency in mind. The function of the
leader under scientific management was to set up and enforce
performance criteria to meet organizational goals. The
21
focus was on the needs of the organization and’getting
the job done as efficiently as possible. 19
Human Relations
The scientific management trend was replaced in the
1920 s by growing emphasis on human relations. Elton Mayo
is best known for this movement and he argued that as well
as discovering the best technological methods for improving
output, it was beneficial for management to become involved
in human affairs. Mayo claimed that interpersonal rela-
tions that developed within working units were sources of
power within an organization. The organization needed to
take human feelings and attitudes into consideration. The
main leadership focus in the human relations movement was
on individual needs. The function of the leader was to
facilitate cooperative goal attainment among followers and
provide opportunities for personal growth and development. 20
Ohio State Leadership Studies
The Bureau of Business Research at Ohio State Uni-
versity initiated leadership studies following World War II.
Through these studies, the Bureau hoped to be able to
1 9Frederick W. Taylor, The Principles of Scientific
Management (New York: Harper Brothers
,
1911).
2 0 Elton Mayo, The Social Problems of an Industrial
Civilization (Boston: Harvard Business School, 1945).
22
identify various dimensions of leader behavior. The staff,
through their research, eventually narrowed the description
of leader behavior to two areas: Initiating Struct..,-. and
Consideration
.
21
I_n i t i a t i n 9 Structure was defined as a leader behav-
ior in delineating the relationship between the leader and
members of the work group, establishing defined patterns
of organization, communications and procedures, while
Consideration was defined as behavior indicative of trust,
respect and warmth in the relationship between leader and
staff
.
22
The Ohio State staff discovered that Initiating
Structure and Consi deration were separate and distinct
dimensions. The behavior of the leader could be described
as a mi* of both dimensions. These conclusions resulted in
leader behavior being plotted on two separate axes rather
than on a continuum. Four quadrants, illustrated in Figure
2 . 0
, were developed to show the various combinations of the
two leader behavior dimensions.
21 Roger M. Stogdi 1 1 and Alvin E. Coons, Eds., Leader
Behavior: ItsDescription and Measurement
,
Research Mono-
graph No . 88 (.Col umbus
,
Ohio: Bureau of Business Research,
Ohio State University, 1957.)
22Andrew Halpin, Leadership Behavior of School Super-
intendents (Chicago, Illinois: Midwest Administration Cen-
ter. University of Chicago, 1969), p. 4.
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The two concepts, task and relationships, were for-
malized by Robert Blake and Jane Mouton in the Managerial
Slid: By using the four quadrants identified by the Ohio
State studies, Blake and Mouton developed the grid based
on five different types of leadership. 24 (See Figure 2.1.)
The names given to the different leadership styles
are Impoverished, Country Club, Task, Mi ddl e-of-the-Road
and Team.
Impoverished -- Minimum effort to complete
required work.
Country Club -- Attention to needs of people for
•satisfying relationships.
Ta_s_k -- Efficiency results from manipulating work
conditions so that human issues are kept
at a minimal
.
jjdl e-of-the-Road -- Adequate performance is pos-
sible through balancing the need to get
the job done and maintaining morale.
Team Interdependence due to common goals and
purposes results in trust and mutual
25
respect
.
Critics of the Managerial Grid have noted that one
major difference between the Managerial Grid and other
24 Robert R. Blake and Jane S, Mouton, The Managerial
Grid (Houston, Texas: Gulf Publishing, 1964).
2 5
1 b i d .
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leadership studies, such as the Ohio State research, is
that the Managerial Grid tends to be attitudinal rather
than behavioral. While the Ohio State framework examines
how leader actions are perceived, the Managerial Grid
measures predispositions. 26
The identification of the two central concerns of a
leadership situation, task and relationship, leads to "re-
visionist" movement. The "revisionists" expressed concern
with both task and relationship. Explained by Warren
B e n n i s ;
The revisionists are now concerned with
external, economic factors, with produc-
tivity, with formal status, and so on,
but not to the exclusion of the human
elements that the traditional theorists
so neglected.^ 7
In a study of school superintendents, Andrew Halpin
felt that the either/or conflict should not exist. Accord-
ing to his findings.
effective or desirable leadership behavior
is characterized by high scores on both
Initiating Structure and Consideration...
The effective leader must contribute to
2 6
Paul Hersey and Kenneth H. Blanchard, The Manage-
of Organizational Behavior (Englewood Cliffs, New Jersey:
Prentice-Hall
,
1 972
,
1 969)
, p. 76.
27
Warren G. Bennis, "Leadership Theory and Adminis-
trative Behavior: The Problems of Authority," Administra-
tive Science Quarterly IV (December, 1959), p. 274.
27
both major objectives: goal achievementand group maintenance; he must fa c 1 1 1 -
ho^h
C °° pe
^
tive grou P action that isboth effective and efficient 28
From the movement towards integrated leadership
style (high concern for task relationship) developed a con
cept of adaptive leader behavior defined the following way
J
he
.
leader adapts his style ofleader behavior to meet the particular
situation and the needs of his followers
the more effective he will tend to be in
reaching personal and organization goals. 29
This movement towards adaptive leader behavior be-
gan the trend now known as situational leadership theory.
Leadership Contingency Model
The Leadership Contingency Model, developed by Fred
Fiedler, was a theory of leadership effectiveness which
took into account the leader's personality and style, and
situational factors in the leadership situation.^ The
28Andrew Halpin, The Leadership Behavior of School
Superintendents
, p. 79.
29
Paul Hersey, Management Concepts and Behavior:
Programmed Ins truction~Tor Managers (Little Rock, Arkansas;
Mavern Publishing Company, 1967), p. 1 5
.
30
Fred E. Fiedler, A Theory of Leadership Effective-
ness (New York: McGraw-Hill^ 1 967 )
.
28
implication was that there are numbers of leadership be-
havior styles which may be effective or ineffective depend-
ing on the situation.
Fiedler identified three situational variables which
determined whether a given situation was favorable or un-
favorable to a leader. These variables were: 1) leader-
group members 1 relationship; 2) task structure; and 3) po-
sition power, 31 In Fiedler's model, there are eight possi-
ble combinations of these three situational variables. (See
Figure 2.2). As a leadership situation arises from high to
low on these variables, it will fall into one of the eight
combinations
.
The next step in the model, after having classified
the group situation, would be to determine what the most
effective leadership style would be for each of the eight
situations. Fiedler concluded that task-oriented leaders
perform best in situations that are very favorable or very
unfavorable to the leader. In other words, where the lead-
er would be able to exact a great deal of influence over
the group, or no influence over the group. Leaders who
are relationshi ps-oriented would perform best in situations
3 ?
of intermediate favorableness.
3
1
1 b i d
.
, p. 13.
3 2 Fiedler, A Theory of Leadership Effectiveness,
p. 14.
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Critics of Fiedler's model feel that itwas revert-
ing to a single continuum, suggesting that, despite the
emphasis on situational variables, there were only two
basic styles, task or relationship oriented, without com-
binations of the two. 33
3-D Management Style Theory
The 3-D Management Style theory presented a theor-
etical model that allowed for a variety of styles that
could be effective or ineffective depending on the situa-
34tion. Using the same basic dimensions produced from the
Ohio State studies, task and relationship orientation,
W.J. Reddin said there were four basic styles that could
be effective in some situations. The same four styles
could be ineffective in other situations. (See Figure
2.3.) This resulted in eight managerial styles which were
the four basic styles used either appropriately or inap-
. 3 5propriately. The four basic styles were:
33 Hersey and Blanchard, Management of Organi za ti on-
al Effectiveness
, p . 81
,
34W.J. Reddin, Managerial Effectiveness
McGraw-Hill, 1970).
(New York
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When the style of a leader was appropriate to a
given situation, it was termed effective; when his style
was inappropriate to a given situation, it was termed
ineffective. The complete 3-D model, seen in Figure 2.4,
consisted of the four basic styles, four more effective
managerial styles and four less effective managerial
styles. 3 "7
Effectiveness was determined by the appropriate use
of a style in a given situation, supporting the evidence
that there was no single leader behavior style that was
effective in all situations.
Life Cycle Theory of Leadership
Life Cycle Theory of Leadership, conceived by
Paul Hersey and Kenneth Blanchard, was an outgrowth of
36
Ibid.
,
p. 27.
37
Ibid.
, p . 41
.
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Tri
-di mens i ona 1 Leadership Effectiveness Model. The em-
phasis in Life Cycle Theory was on the relationship of the
behavior of a leader and the followers. 38 It was based on
"curvilinear relationship between task behavior, relation-
ships behavior and maturity of followers." 39 The theory
attempted to provide some understanding of effective
leadership style and the maturity level of followers. 40
Maturity is defined by achievement-motiva-
tion, willingness and ability to take
responsibility, relevant education and
experience of an individual or a group.
The theory suggests that task relevant leader be-
havior should direct followers' progress from immaturity
to maturity.
Using the task and relationships dimension, Hersey
and Blanchard conceptualized a grid made up of basic
styles with the addition of the task relevancy maturity
scale. Accurate detection of the task relevant maturity
of followers would determine the appropriate leadership
38
Behavior
.
39
40
41
Hersey and Blanchard,
Ibid.
, p. 134.
Ibid.
,
Ibid,
, p . 134.
Management of Organizational
35
style for effective performance. 42 Figure 2.5 illustrates
the Life Cycle Theory.
The key to this theory is the diagnostic ability of
the leader. The leader must analyze the demands of the
situation and then adapt his leadership style to fit these
4 ?demands
.
The Educational Management Grid
Educators have been using managerial grids to learn
more about their leadership and administrative behavior.
Some of them have felt problems regarding use of manager-
ial grids in that they were designed for business and in-
dustry and were geared to production. The "product" in
education is a person and this "product" should not be
dealt with in classical management terms.
To assist educational leaders in identifying their
styles when working with students and colleagues, Michael
Sexton and Karen Dawn Dill Switzer have developed the Ed-
ucational Management Grid. The Grid has two major styles,
an authoritarian style and a student development style
.
Between the two extreme poles are a series of
42
Ibid.
43
Ibid.
, p . 149.
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administrative behaviors: decision-making, conflict man-
agement, group dynmaics, motivational skills and communi-
cation.^
These authors agreed that there is no one correct
style but that the leader should know which style is better
in which situation. There are times to be authoritarian
and times to be developmental.^^
Thus far, the investigator has traced the develop-
ment of leadership theory to its present stage. After re-
viewing this information, one may have asked, "What does
all this mean in terms of actually becoming a leader or a
manager?" It is appropriate, therefore, to continue the
discussion of leadership in terms of tasks and/or functions
and/or competencies required for effective leadership.
William Lassey viewed functions in two dimensions:
task functions and maintenance functions. Task functions
were related to the selection and achievement of goals
while maintenance functions included providing emotional
4 6
satisfaction. Lassey outlined task functions as the
44Michael J. Sexton and Karen Dawn Dill Switzer,
"Educational Leadership: No Longer a Potpourri," Education-
al Leadership (October 1977), p. 21.
^William Lassey, "Dimensions of Leadership," Lead-
ership and Social Change
,
Lassey and Fernandez, Eds. (La
Jolla, California: University Associates, 1976).
\
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leader being able to: 1) initiate activity; 2) seek infor-
mation; 3) give information; 4) give opinions; 5) elaborate;
6) coordinate; 7) summarize; 8) evaluate; and, 9 ) diaq-
47
nose. Maintenance functions included the leader being
able to: 1) encourage; 2) set standards; 3) follow; 4) ex-
press group feelings; 5) take consensus; and, 6) reduce
48tension. The skills and functions that Lassey enumerated
reflect his perceptions of leadership as being a "role that
leads toward goal achievement, involves interaction and
influences and usually results in some form of changed
structure or behavior of groups. 49
While Lassey utilized the two leadership dimensions
of task and function, Douglas McGregor looked a-t leadership
from more of a situational point of view. He believed that
effective leadership was not dependent on the possession of
a single pattern of traits and abilities; instead, leader-
ship needed to be considered as "the relationship between
the leader and the situation rather than as a universal
5 npattern of characteristics. In developing leadership,
4 7
I b i d .
, p. 11
.
4
8
1 b i d
.
, p. 12.
^ Ibid.
, p. 11 .
50Douglas McGregor, "An Analysis of Leadership,"
Leadership and Social Change
,
Lassey and Fernandez, Eds.
(La Jolla, California: University Associates, 1976), p. 21.
39
McGregor said, emphasis needed to be on leadership skills
and attitudes which can be acquired. 51 McGregor outlined
four areas of skills he recommended:
1. Competence in planning and initiating action;
2. Skills in problem solving;
3. Ability to keep communication channels
open and functioning;
4. Skills in social interaction. 52
Henry Mintzberg outlined eight important managerial
skills necessary for leaders to acquire. These skills were
1) develop peer relationships; 2) carry out negotiations;
3) motivate subordinates; 4) resolve conflicts; 5) estab-
lish information networks; 6) disseminate information;
7) allocate resources; and 8) continue to learn on the
job. 53
Fred Fiedler, developer of the Contingency Leader-
ship Model, believed that leadership training needed to
focus on providing the trainees with methods for diagnosing
the favorableness of the leadership situation so that the
51
Ibid.
, p. 18.
52 Ibid.
, p. 18.
53
Henry Mintzberg, "The Manager's Job: Folklore and
Fact," Leadership and Social Change
,
Lassey and Fernandez,
Eds. (La Jolla, California: University Associates, 1976),
p. 223.
\
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situation can be adapted or modified to the style of the
leader for effective performance. 5 ^
W.J. Reddin would probably have termed Fiedler's
approach a s/ s i tua t i ona 1 manipulation. 55 Reddin believed
in the situational approach which associated the match-up
of an appropriate leadership style to the specific situa-
tion. Reddin suggested that, along with situational theory
knowledge, management development needed to include princi-
ples of teamwork and development of inter-team effective-
56
ness. Reddin also emphasized group objective setting,
action planning, ability to diagnose situations, and in-
dividual leadership style as important factors in leader-
t
5 7
ship development.
John Lawson, Leslie Griffin and Franklyn Donant
believed that there were several basic competencies which
were essential for effective leadership. Teamwork was
essential to these authors. Teamwork was necessary for
keeping the organization moving. Goal setting and
action planning was another competency suggested by these
54 Fiedler, A Theory of Leadership Effectiveness,
p. 254.
55
W. J. Reddin, Managerial Effectiveness
,
p. 161.
5
6
1 b i d
.
, p. 322.
5 7
I b i d
, p. 170.
c o
Lawson, Griffen, Donant, Leadership is Everyone's
Business
, p . 101.
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authors. Goals are organizational dreams and it is impera-
tive to be able to convert dreams into goals and goals into
plans of action
.
59
Problem-solving and decision-man.,,,
...
the basis for effective managing
,
60
Evaluation for improve-
ment establishes a feedback cycle which is necessary organ-
izationally as well as for individuals and should encompass
Assertive Behavior is another important leadership
skill
.
62
Good communication is the final skill recommended
by these authors
.
62
Lawson, Griffin and Donant were the first authors
in this review to emphasize evaluation as a leadership
skill. James Belasco and Harrison Trice perceived evalua-
tion as a crucial management skill. For them, evaluation
was a diagnostic tool for organizational analysis. Since
an end result of any leadership endeavor was a change in
structure or behavior, Belasco and Trice were convinced
that evaluation skills were necessary in order to compare
effectiveness of different change techniques. 6 ^ This was
5
9
1 b i d
.
, p. 113.
6 0
1 b i d .
, p. 121 .
61 Ibid.
, p. 157.
6
2
1 b i d
, p. 179.
6
3
1 b i d
. ,
p. 205.
6
^James A. Belasco and Harrison M. Trice, The Assess-
ment of Change in Training and Therapy (New York: McGraw-
Hill, 1969)
,
p. 7.
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especially true, said Belasco and Trice, when attempting a
new method or technique. In order to improve effectiveness
of efforts, then evaluative skills are imperative to the
65manager
.
3
/
Paul Hersey and Kenneth Blanchard divided leadership
into three broad areas of skills:
1) Technical Ski 1 1
--The ability to use knowledge,
methods, techniques and equipment necessary
for the performance of the specific task.
2) Human Skill — The ability and judgement in
working with and through people.
3) Conceptual Ski 1 1 — The ability to understand
the overall organization,^
Within those broad areas, the effective leader needed to be
concerned with planning, the setting of goals and objec-
tives, organizing, the integration of resources and the
plan of action, and communicating.^ 7
Phil Robinson, in his research in educational lead-
ership, has said that today's educational leader has to be
65D
3
1 b i d .
, p. 8.
fi fi
Hersey and Blanchard, The Management of Organiza-
tional Behavior
, p . 6 .
6 7
1 b i d .
, p. 4.
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"multifaceted, charismatic, level-headed, and goal di-
rected." 68 Today's leader, asserted Robinson, needed to
be increasingly sensitive to a wide variety of interests,
styles, levels of motivation, long and short term goals,
as well as being able to stimulate, challenge and free the
persons around them to perform at their highest level of
competence. The educational leader today, contended
Robinson, needed to learn skills in human relations, prob-
lem-solving and decision-making, conflict resolution,
group dynamics, interpersonal communication, and initiating
and implementing change 70
Frederick Finch, Halsey Jones and Joseph Litterer
suggested that there were four major areas of concern re-
garding leadership development including 1) the impact of
the organizational structure on behavior; 2) the relation-
ship between leaders and subordinates; 3) the relationship
between leaders and subordinates work as a group; and,
4) the organizational setting. 7 ^
6 ft
Phil C. Robinson, "What Skills Are Needed by To-
day's Educational Leader," Educational Leader ship 35, No.l
(October 1 977 ) , p . 18.
6 9
1 b i d .
, p. 15.
7
0
1 b i d
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, p. 18.
^Frederick Finch, Halsey Jones, Joseph Litterer,
Managing for Organizational Effectiveness: An Experiential
Approach (New York: McGraw-Hill Series in Management, 1976),
ptnr
I
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In the area of organizational structure and human
behavior, the leader's concern needs to be how stable,
consistent and predictable patterns of behavior become es-
tablished in organizations. 72 Skills to be acquired in
this area are team formation and group process, organiza-
tional communications, decision-making and problem-solving
receiving and providing feedback. 73
Regarding leader-subordinate relations, or how the
leader exerts influence over followers, the topics in-
volved are assumptions about people, values, motivation,
leadership style in a situational context, and interperson
al communications, 74 Skills in this area are acquiring
awareness of possible leadership styles, diagnostic skills
for assessing and analyzing situations, and i n terpersonal
communication skills to be able to effectively communicate
with others. 73
The third area of concern for Finch, Jones and
Litterer was leader-group relations; examining group pro-
cess in greater depth. Further defined, this means devel-
oping sensitivity to group processes and aquiring diagnos-
tic skill for the analysis of group behavior. The leader
7 2
1 b i d
, , P • 15.
7 3
1 b i d
. , P • cn
VO
7 4
1 b i d
. , P. 10.
7 5
1 bi d
. , P- 90.
needs to be adept at identifying and interpreting individ-
ual, organizational and environmental factors. 76 Skill
acquisition in this area should include process observa-
ti on--consensus decision-making, non-verbal communication,
interaction analysis, management of group perf orma nce--
planning, organizing, direction and control of task perfor-
mance, and, leading group di scussions
--rol e of leader in
directing groups in decision-making and managing situa-
tions. 77
The final area of concern for Finch, Jones and
Litterer is the organizational setting of leadership. This
area considers intergroup relationships, the role of the
leader as a linking pin and the dynamics of organizational
growth and change. Recommended competencies in this area
include conflict resolution, organizational growth and
change, and action planning to change and improve organiza-
tional performance. 7 ^
The authors reviewed in this segment all seemed to
advocate the situational approach to leadership. The
7 ^ F i n c h
,
Jones, Litterer, Managing for Organization-
al Effectivenes s
, p . 17 7.
7 7
1 b i d
. , P • 221 .
78
Ibi d
. , P- 1 1 .
7 9
1 b i d
. , P- 261 .
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ability to diagnose the situation and the environment was
a leadership skill to which they tactically all agreed.
Planning, goal setting, and organizing for action and/or
change were other skills held in common. Teamwork was
emphasized as was decision-making and problem-solving and
evaluation. Another area emphasized was communication.
The final point to be made in this section, a point
made by the authors reviewed, is that leadership is active
not passive. It is about doing somethi ng--improvi ng group
processes and fostering individual satisfaction and organ-
izational productivity.
Evaluation
The issue of accountability has become a phenomena
of the 7 0 ’ s
. Accountability is concerned primarily with
determining on the basis of valid evidence, the appropri-
ateness of goals, progress made toward achieving goals and
objectives, factors and conditions that have facilitated
o r>
or retarded progress, and ways of effecting improvements.
During the past few years, there seems to have been
8
1
an increasing "crisis in confidence" in provisions and
8 0 Edgar Morphet, Roe Johns, and Theodore Reller,
Educational Organization and Administration (Englewood
Cliffs, New Jersey: Prentice-Hall, Inc., 1974), p. 531.
O
]
James Allen, "Crisis in Confidence: The Public and
Its Schools," PTA Magazin e, [October 1971), p. 18.
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procedures for education. Correspondingly, there has been
a rise in demands for change. Major changes have been
made. Some of these changes have been carefully planned,
others have obviously been adopted, often as a result of a
passing fad without adequate study or consideration. Few
of these "innovations" have been carefully analyzed and
evaluated in terms of the implications and effects on
learners, instructors, long-range benefits, etc.
These and other developments have helped to direct
attention to the need for systematic study and planning,
research and development, and collection and analysis of
data and information. These developments have served to
emphasize the need for continuous evaluation of
-the pro-
cesses and products of education. 82
It is the purpose of this section to explore some
of the more contemporary concepts and beliefs involved with
educational evaluation. Included are discussions regarding
contrasting definitions and purposes of general evaluation.
The evaluation performed in this study, despite some summa-
tive aspects, was primarily formative in nature. For this
reason, a selection of specific uses for formative evalua-
tion was included.
o 2
Morphet, Johns, Reller, Educational Organization
and Administration
,
p. 532,
48
This section began with a brief discussion of the
issue of accountability. This discussion was included be-
cause it appears clear that while there are many overlap-
ping aspects to evaluation and accountability, and a very
definite inter-relationship, one is possibly an outgrowth
from the need for the other. The emphasis placed on ac-
countability has very clearly resulted in the necessity
for evaluation, both conceptually and methodologically.
Definition of Evaluation
It is not an easy task to define accountability be-
cause it is used by different people to mean different
things. According to the American Heritage Dictionary,
accountability is synonomous with responsibility; accoun-
table is being answerable. Evaluation is not an easy term
to define either, however, not from the lack of definitions,
but from an overabundance of them.
Three early definitions of evaluation demonstrate a
diversity of opinion. Michael Scriven stated:
Evaluation is a methodological activity
which consists simply in the gathering
and combining of performance data with
a weighted set of goal scales to yield oo
either comparative or numerical ratings. J
8 3Michael Scriven, "The Methodology of Evaluation,
AERA Monograph Series on Curriculum Evaluation, Book I
(.Chicago: Rand McNally, 1 967 ], p . 39
.
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Contrasting this definition is one first set forth by L.J.
Cronbach in 1963, that evaluation is "the act of identify-
ing, collecting, and reporting data to decision makers." 84
Another point of view is that of Robert Stake who writes:
Evaluation is the process of providing
a professional judgement on some educa-
tional activity. The professional judge-
ment becomes the process of reviewing
the performance of an educational activ-
ity or process, and judging the value
andextent of acceptability of the edu-
cational performance . 85
More recent evaluation research has resulted in new
definitions which combine aspects of earlier definitions
in order to be responsive to changing demands.
Robert Gagne and Leslie Briggs state their defin-
ition of evaluation in a very forthright manner. To them,
evaluation is a means of gathering, analyzing and interpre-
ting evidence to see whether this product works. 86 Bruce
Tuckman expands on this point of view:
84
L.J. Cronbach, from Teachers College Record
(Teachers College, Columbia U n i v e r s i ty
,
1 963 ), p . 673.
O C
Robert Stake, "Participant Overview of Educa-
tional Evaluation," William Gorth, Ed. (National Evalu-
ation Systems, 1974), p. 231.
O £
Robert Gagne and Leslie Briggs, Principles of
Instructional Design (New York: Holt, Rinehart and Winston,
Inc.
,
1 974)
, p. 231 .
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Evaluation is a process wherein theparts, processes, outcomes of a pro-gram are examined to see if they are
satisfactory, particularly with ref-
erence to the program's stated objec-tives, expectations or standards of
excel 1 ence .87
Gilbert Sax adds the concept of value judgement and role of
the evaluator when he writes that evaluation is "a process
through which a value judgement is made from a variety of
observations and from the background of the evaluator."®^
A systematic way of determining what is going on, and
whether or not a program is achieving desired ends is how
John Van Maanen views evaluation. He goes on to say that
the purpose of evaluation is to:
...determine the operations and effects
ofa specified program, relative to the
objectives it set out to reach, in or-
der to contribute to the decision making
surrounding the program. 89
Daniel Stufflebeam would probably agree with part of
Van Maanen's description. For Stufflebeam, et al., evalu-
ation is "the process of delineating, obtaining and
87 Bruce Tuckman, Measuring Educational Outcomes
(.New York: Harcour't, Brace and Jovanovich, Inc., 1 975 ) ,
p. 12.
88 Gilbert Sax, Principles of Educational Measurement
and Evaluation (Cali forni a : Wadsworth Publishers, 1974)
,
p. 3.
89 John Van Maanen, The Process of Program Evalua-
tion: A Guide to Managers (Washington, D.C.: National
Training and Development Service Press, 1973), p. 1.
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providing useful information for judging decision alterna-
90tives. It is a process of ascertaining the relative
values of competing alternatives, with emphasis placed on
the decision making process. The type of evaluation that
Stufflebeam et al_.
, envision is widely pervasive, one which
involves many parts of a program: context, inputs, process
and products . ^
'
One description that seems to tie together many of
the thoughts pertaining to evaluation is set forth by
Blaine Worthen and James Sanders:
Evaluation is the determination of the
worth of a thing. It includes obtain-
ing information for use in judging the
worth of a program, product, procedure,
objective or the potential utility of
alternative approaches to attain speci-
fied objectives. 92
It is unrealistic to discuss the concept of evalua-
tion without also considering the reasoning behind its de-
velopment. What are its purposes? Tim Wentling and Tom
Lawson outline five reasons to evaluate:
90 Daniel Stufflebeam, et al
. ,
Educational Evaluation
and Decision Making (B 1 oomi ng ton
,
Indiana: Phi Delta
Kappa
,
Inc., 1971), p. 40.
91 Daniel Stufflebeam, Analysis of the Meaning of
Program Evaluation (Cleveland, Ohio: Cleveland Public
School s , 1 974), p . 4.
9 2 Blaine Worthen and James Sanders, Educational Eval-
uation: Theory and Practice (Worthington, Ohio: Charles A.
Jones Publishing Company, 1973), p. 19.
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1. Evaluation is an aid to planning. Evaluation
information is essential to establishing and
assessing objectives. Evaluation information
is useful in developing new plans as well as
helping to determine the worth of existing
schemes. Evaluation determines if plans were
reasonable and objectives achieved.
2. Evaluation is an aid in decision making. Eval-
uation information justifies and directs de-
cisions.
3. Evaluation can upgrade program personnel.
Information gathered through evaluative tech-
niques will help identify problem areas in
which to improve, as well as identifying
strengths.
4. Evaluation will ijnprove the program for
learners.
5. Evaluation can insure accountability of ex-
penditures. It will provide eyidence to
indicate whether the outcome of the program
9 3
was worth the financial investment.
To this already comprehensive list of reasons,
Edgar Morphet, Roe Johns and Theodore Reller make one ad-
dition. That is, that evaluation can insure continually
9 3
Tim Wentling and Tom Lawson, Evaluating Occupa-
tional Education and Training Programs (Boston: Allyn and
Bacon, 19751, p. 1 8
.
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improving processes and programs in education, thus
effecting needed change. 9 ^
Formative Evaluation
Thus far, this section has been devoted to the gen-
eral concepts of evaluation. It is appropriate, at this
point, to differentiate between formative and summative
evaluation. Van Maanen stated:
Formative evaluation provides the sort
of data which are introduced during the
development and implementation stages
of a program. It is process oriented,
with an eye out for improving perfor-
mance immediately, while summative
evaluation was described as 'evalua-
tion which is concerned with overall
program ef f ect i v enes s . ' 95
Some authors have expanded the definition of forma-
tive evaluation. To Gagne and Briggs, formative evaluation
was making decisions about how to revise programs while
being developed. The evidence collected and interpreted
during the developmental phase is used to form the pro-
gram. 96 According to R. Hess and W. Wright, formative
evaluation
94Morphet, Johns, Reller, Educational Organization
and Administration
, p, 533.
9 5 Van Maanen, The Process of Program Evaluation: A
Guide to Managers
, p. 4.
96 Gagne and Briggs, Principles of Instructional De-
sign
,
p. 232.
\
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refers to those activities that pro-
vide Information to the developers
concerning the product's worth and
effectiveness when the product is
still fluid and amenable to change.
^
The evaluation illuminates areas where revisions
are necessary while the opportunity for revision still
exists.
Wentling and Lawson's definition of formative eval-
uation includes determining if the program is being imple-
mented as planned and the identification and monitoring of
potential sources of failure.^® Formative evaluation re-
sponds to the question of how are you doing in getting
where you said you wanted to go?
Lee Cronbach stated that the greatest service of
formative evaluation is "to identify aspects where revision
. ggis necessary." Evidence must be collected "midway"
versus "at e n d "
. ^
®
9 7
R. Hess and W. Wright, Evaluation Strategies as a
Function of Product Development ( C R E MEL, Inc,, 1 974 ),
p. 83.
98Wentling and Lawson, Evaluating Occupational
Education and Training Programs
, p. 28
.
9 9
L. Cronbach, "Course Improvement Through Evalua-
tion," Educational Eval ua tion : Theory and Practice , Worthen
and Sanders, Eds. (Ohio: Jones Publishing Company, 1973),
p . 47
.
100 Ibid.
, p . 48 .
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Michael Scriven was in agreement with Cronbach.
Scriven believed that formative evaluation was not very
different from outcome evaluation, except for the timing.
Formative evaluation needed to occur at an intermediate
stage of development in order to discover deficiencies and
successes in the intermediate revisions.
Stufflebeam, ejt aj_.
, continued this trend of thought
when they expanded their beliefs about formative evaluation
which they stated was necessary to provide periodic feed-
back to persons responsible for developing and implementing
plans and procedures. Three main objectives were:
1. Detect and predict defects in procedural
design or its implementation during planning
and implementation stages.
2. Provide information for programmed decisions.
3. Maintain a record of the procedure as it
occurs
. ^ ^
Strategies to be followed included: a) identifying
and continuously monitoring sources of failure in a pro-
ject, i.e., i nter persona 1 relationships, scheduling, fa-
cilities, etc.; b) projecting and servicing preprogrammed
decisions to be made by project managers during planning
^^Scriven, "The Methodology of Evaluation," p. 3.
l n?
Stufflebeam, et. al., Educational Evaluation
and Decision Making, p. 229.
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and implementation of a project; and, c) noting the main
features of the project design, such as concepts to be
taught, to describe what takes place. 103
All definitions of formative evaluation have one
major factor in common. The definitions all relate to the
concept of change for improvement purposes. Gerald Sax has
said that formative evaluations' relationship to decision
making in the change process is for the purpose of imple-
menting and refining the problem design and procedure for
effecting process control. The decisions to be made re-
late to continuance, termination, modification, or refocus-
1 04ing an activity. Stated simply by Richard Schutz,
the product of formative evaluation is an improved pro-
gram
.
1
Norman Gronlund has outlined some purposes for
formative evaluation. They include:
1. Serving as a function of the developmental/
planning process.
2. Measuring effectiveness of instruction.
1 0
3
1 b i d
.
, p. 230.
104 Sax, p. 560.
1 05 Richard Schutz, "Experimentation Relating to For-
mative Evaluation," Readings in Curriculum Evaluation
,
Taylor and Cowley, EdT! (Dubuque
,
Iowa: Wm . C~] Brown
,
Com-
pany, 1 972) , p. 23.
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3. Providing information for decision making
in the areas stated above. 106
Ralph Tyler, agreeing with Gronlund, has said that
one purpose of evaluation was to clarify objectives and
instructional/programmatic purposes. 107 One point when
this clarification can take place is during the planning
process and the developmental phase of a program.
Wentling and Lawson feel that evaluation has been
too unrelated to development and this lack of relationship
has been a serious problem of traditional evaluation. 100
Van Maanen agrees strongly. According to his beliefs,
"Evaluation must be seen as intrinsic to the development
1 n Qprocess itself." He outlines his logic in the follow-
ing way:
106 Norman Gronlund, Measurement and Evaluation in
Teaching (New York: MacMillan Company
,
1 976 ), p . TIT
107 Ralph Tyler, "General Statement on Evaluation,"
Journal of Educational Research 35, No. 7 (March 1942),
p. 495.
108 Wentling and Lawson, Evaluating Occupational
Education and Training Programs, p. 18.
1 09
Van Maanen, The Process of Program Evaluation:
A Guide to Managers
,
p. 11.
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When program development occurs, weidentify what is needed, how to accom-plish what is needed and how to deter-
mine the degree to which our forth-
coming efforts are successful. Theseissues are not separate. They are
tied together in practice and in
theory
.
* * u
Preston LeBreton and Dale Henning, in their investi-
gations into planning theory, also include the need for
evaluation in their discussions of the developmental pro-
cess .
The need for evaluation extends through-
out all stages of the process. Its
greatest impact is upon three steps:
awareness of need, evaluative components,
and testing the final plan. Evaluation
is a function of the nature of the plan
and its components, the availability of
standards, and existing policies and
procedures for evaluation. 111
Wentling and Lawson have identified three points
which, according to these authors, discuss the relation-
ships between p 1 a nn i ng/ devel op i ng and decision making,
i . e
. ,
eva 1 ua ti ng .
1. The quality of programs depends upon the
quality of the decisions in and about
the program.
1 1
0
1 b i d
.
, p. 12,
^^Preston LeBreton and Dale Henning, Planning
Theory (Englewood Cliffs, New Jersey: Prentice-Hall,
1961T7 P. 1 56 .
l
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2. The quality of decisions depends upon the
ability to identify alternatives which com-
prise decision situations and make sound
judgements of alternatives.
3. Making sound judgements requires access to
continuous valid and reliable information
pertaining to alternatives. 112
The focus of the evaluation is in the function of
the decisions to be made. When the focus falls into the
planning and programming domain, the purpose of the forma-
tive evaluation is to identify needed improvements in
goals and/or objectives, changes in procedures, personnel,
1 1 3
resources
,
etc
.
Program planning and development evaluation, accord-
ing to Marvin Alkin, is to provide information to enable
decision makers to make rational planning/development de-
cisions. Alkin identified two levels for this type of
evaluation: internal, or the extent to which segments of
program purport to achieve general objectives of program
being evaluated; and, external, an examination of research
_
. 114for comparative purposes.
1
1
2 Wentling and Lawson, Evaluating Occupational
Education and Training Programs
,
p. 24
.
1 1 31 J
I b i d
.
, p. 24.
1 1 4Marvin Alkin, "Evaluation Theory Development,"
Educational Evaluation: Theory and Practice
,
Worthen and
Sanders
,
Eds
.
(Ohio: Charles A. Jones Company, 1 975 ),
p. 152.
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Hulda Grobman very much agreed with Alkin's point
of view. Grobman viewed the developmental phase as an
excellent moment for formative evaluation. For her, the
formative period was to review goals, objectives, mater-
ials, etc. This review was to be performed by experts,
professionals in the subject area, as well as reviewing
current research
.
1 1
5
Alkin demonstrated the relationship of planning/
development evaluation to program implementation evaluation
by defining the latter as the "extent to which the imple-
mented program meets the description formulated earlier
during the planning stages." 116 The results of the evalua-
tion, as set forth by Alkin, are information about success
of parts of the program. This information then leads to
modification. 117 The focus of implementation evaluation
would produce decisions regarding program activities. De-
cisions would be recycling ones, concerning termination or
modification of the program, as well as personnel or ma-
ll Rterials effectiveness.
1 1 5 Hulda Grobman, "Evaluation Activities of Curric-
ulum Projects," AERA Monograph Series Curriculum Evaluation,
Book II (Chicago: Rand McNally, 1968), p. 5lL
116 Alkin, "Evaluation Theory Development," p. 152.
1 1
7
1 b i d
.
, p. 153.
118Wentling and Lawson, Evaluating Occupational Ed-
ucation and Training Programs
, p. 24.
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Stufflebeam, et a_l_
.
,
has constructed a system that
is based on the concept of evaluation as the gathering of
information for rational decision making. The components
of his system are Context
, Inputs
, Process
, and Product
,
(CIPP ). 119 Context evaluation is for the purpose of pro-
viding a rationale for determining objectives, defining
relevant environment, describing desired versus actual con-
ditions, identifying unmet needs, and diagnosing problems
resulting in developing objectives
.
120
Input evaluation
provides information for determining how to utilize re-
sources to meet program goals. The end result of input
evaluation is an analysis of one or more procedural de-
signs in terms of potential benefits
.
121
The process
phase is the feedback phase, serving to examine short term
effects of the program, occurring sometime during the pro-
• IP?gram or in the middle of it. Product evaluation meas-
ures and interprets attainments . 123
Product evaluation is Stufflebeam's version of sum-
mative evaluation. The decisions made at this final stage
119Stufflebeam, e_t aj_.
,
Educational Evaluation and
Decision Making .
120 Ibfd., p. 218.
121
Ibid.
, p. 222.
1 2 2
r b i d . , p. 229 .
1 2 3
1 b i d
. , p. 232 .
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of his model are termination versus continuation decisions,
determining the relationship of attainment of objectives,
and/or activities to outcomes
.
124
Context, Input and Process evaluation fall under the
formative umbrella. Context evaluation provides the base
for operationally defining objectives and identifying stra-
tegies. Input evaluation identifies capabilities and re-
sources as well as developing designs for implementing
strategies. The Process evaluation, the direct feedback
stage, provides the information to the developers and/or
persons responsible for program implementation as is very
important in the early stages of development as program
des'fgns become more structured. 12 ^
Design for Formative Evaluation
When designing and conducting a formative evaluation,
the evaluator is seeking evidence that is relevant and con-
vincing. This search may take many and/or different forms.
Though formative evaluation is often characterized by in-
formality, it does not follow that formative evaluation is
unprecise. Scriven has stated that:
1 24 Stufflebeam, et al., Educational Evaluation and
Decision Making
, p . 232.
125 ibid.
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If you think formative evaluation can
be informal and that only summative
needs to be done with any kind of
rigor. ..then you will find yourself
making the wrong intermediate de-
cision
.
' 26
Gagne and Briggs support this statement. To them,
formative evaluation needs to be formal and rigorous. In-
formality does not mean unprecise. Data needs to be col-
lected unobtrusively without interfering with the progress
of the program and quantitative data is necessary. Data
can be collected from instructors, learners, observers,
. 1 o 7questionnaires, etc.
Stufflebeam believed that evaluators must develop
their own designs for the evaluation since few generalized
evaluation designs exist which are adequate to meet needs
for evaluation. He defined "design" as a set of decis-
ion situations. There were three steps involved: 1) iden-
tify objectives to be achieved through the design; 2 ) iden-
tify the decision situations; and, 3) identify methods and
1 ? Qinstruments for data collection for each situation.
1 2 fi
Scriven, "The Methodology of Evaluation, p. 42.
1 27 Gagne and Briggs, Principles of Instructional
Design
,
p. 235.
1 28
Daniel Stufflebeam, "Evaluation as Enlightenment
for Decision Making," Educational Evaluation: Theory and
Practice
,
Worthen and Sanders
,
Eds
.
(Ohio : Charles Jones
Publishing Company, 1973), p. 143.
129
Ibid.
, p. 144.
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The design for the evaluation, according to Stufflebeam,
must be structured as follows: 1) focus the evaluation;
2) collection of information; 3} organization of informa-
tion; 4) analysis of information; 5} reporting; 6) adminis-
tration of the evaluation. 130
Foc using the Evaluation means to spell out the ends
for the evaluation. It involves identifying levels of de-
cision making, different decision situations, relevant in-
formation requirements and policies. 131
Collection of Information involves four major steps.
These steps are to 1) identify sources of information;
2) identify instruments and methods; 3) identify sample or
target population; and, 4) develop a master schedule for
data collection. 133
Organizing the Information involves providing a for-
mat for classifying information and designating ways for
1 o o
coding and organizing the information.
Analysis of Information is to provide for the des-
criptive and/or statistical analysis of the information.
1 3 0
1 b i d .
, p. 145.
131
Ibid.
, p. 145.
1 3
2
1 b i d
.
, p. 146.
1
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Stufflebeam, "Evaluation as Enlightenment for
Decision Making," p. 147.
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Included are interpretations of the information and recom-
mendations as well as the means for performing the analy-
c • 134sis.
Reporting the Information is to ensure the decision
makers have access to the information they need and that
they will receive the reports in a manner and form which
facilitates the use of the information.^ 33
Administration of the Evaluation is the overall plan
for executing the design. Involved is designing the over-
all evaluation schedule, defining staff requirements and
plans for meeting those requirements, specifying means for
meeting policy requirements, evaluating the potential of
the design for providing information which is valid, reli-
able, etc., and specifying and scheduling means for peri-
1 3fi
odic updating of the evaluation design.
The following is a description of one formative
13 7
evaluation model which was designed by Katz and Morgan.’
The purpose of this model is to provide a framework for
the format! ve evaluation of educational programs taking
1 34
I bi
d
.
,
p. 147.
1 3 5
1 b i d
. , p. 147.
136 Ibid
.
,
p. 148.
137 Gary Borich, Evaluating Educational Programs and
Products (New Jersey: Educational Technology Publishers,
1974), p. 373.
into account systems and subsystems affecting the develop-
ment and implementation process.
PLQ.cedure : Determine congruences between mission
and desired outcomes, and between de-
sired outcomes and actual processes.
Stages : 1. Determine congruency within pro-
cesses and products.
2. Determine congruency between pro-
cesses and products
.
3. Determine discrepancies between de-
sired and actual processes and
1 3 Qproducts.
A unique contribution of this model is that it em-
phasizes the role of external systems and pre-devel opmen-
tal activities in program development. It is a comprehen-
sive guide for planning formative studies, but general in
regard to methods and techniques' 4 ^
When discussing evaluation design, it becomes im-
portant to clarify that formative evaluation research is
not experimental research. An experimental research de-
sign is not an appropriate design for a formative
138 Ibid., P- 373.
1 3 9
1 b i d , , P- 373.
140 ibid., P. 373 .
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evaluation study according to Carol Weiss. 141 She be-
lieved that formative evaluation would produce information
on agency effectiveness in delivery services, could be
useful to study the processes of program implementation,
to find out the extent to which programs are producing
quantity, quality and coverage and to help a program im-
prove its overall operations. 143 However, this type of
information will not be produced by an experimental ap-
proach. What Weiss called an "after only study" of pro-
gram participants is a design appropriate for formative
1 43purposes. These kinds of designs, she believed, can be
detailed, provocative and insightful. 144 This kind of
design has no random controls and is a study of the parti
c
ipants after the program has been implemented.
Limitations of Formative Evaluation
The major limitation of formative evaluation, ac-
cording to Weiss, is that it fails to control many
A s s e s s i
1972)
,
1 41 Carol Weiss, Evaluation Research: Method of
ng Program Effectiveness (New Jersey: Prentice-Hal 1
p. 75.
1 4
2
1 b i d
. ,
p. 75.
1 4 3
I b i d
. , p. 73.
144 ibid.
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variables that could influence outcomes and because of
this failure, could produce misleading information. 145
Another limitation is that results from formative
/
studies are rarely general i zabl e , reliability not being a
major issue in formative evaluation research. 145
Formative research tends to be somewhat subjective
rather than objective. This is often due to the informal
nature of data collection and the lack of objective cri-
teria for analysis. 147
Finally, though formative evaluation is involved
with objectives, its emphasis is not on outcomes or goal
achievement but rather on the why's and wherefore's of
outcomes .
In this section of Chapter II, evaluation was dis-
cussed as a method for obtaining information for decision
making, specifically of the formative nature, i.e., re-
garding program planning and development and implementation.
145 Weiss, Evaluation Research: A Method for Assess-
ing Program Effectiveness , p. 74.
145 Kent Chabatar, Evaluation Guidelines for Training
Programs (Michigan: Michigan State University, 1974).
147 Wells Hively, et al., Domain-Referenced Curricu-
lum Evaluation: A Tech nical Handbook (California: Center
for Study of Evaluation, 1973), p. 8.
Formative evaluation can be multi-faceted, formal and/or
informal and is for the overall purpose of program improve-
ment.
Formative evaluation, like any form of evaluation,
needs to be performed in a context of goals, needs and
purposes. Without that context, the evaluative information
which has been gathered is relatively useless. The purpose
for the evaluation, the nature of the questions and decis-
ions being served, will ultimately determine the style,
scope and methodology of the evaluation.
Leadership and Women
When it comes to the study of leadership behavior,
years of research have proven nothing conclusively about
traits or characteristics. Much effort has been exerted
trying to discover what are the characteristics and/or
traits of a successful leader. Results are inconclusive.
The results are that there is no common set characteristics
or traits that belong to a successful leader as opposed to
any other person.
This conclusion and its implications for women en-
tering the leadership field is clear. Leadership behavior
covers a range of skills and behaviors that are, of them-
selves, asexual. There is no leadership behavior that is
more appropriate to men than women. In terms of behaviors,
70
the acts performed by a leader are asexual. But there are
many forces that come to bear on the issue of women as
leaders
,
In middle class American society, a stereotype of a
mature, healthy, normal male is: aggressive, independent,
not emotional, objective, dominant, not easily influenced,
not excitable in a crisis, competitive, logical, thick-
skinned, adventurous, self-confident and ambitious
.
148
A stereotype of a mature, healthy woman is; not agressive,
not independent, emotional, subjective, easily influenced,
submissive, excitable in a crisis, passive, not competitive,
illogical, not adventurous, not self-confident, and not
.
. .
1 4 g
ambi ti ous
.
These stereotypes were later compared to the results
of a study that had been done to determine characteristics
that were thought of as competent. Not only did the test
group agree with the stereotypic point of view, but they
further decided that a competent adult was substantially
1 BO
equivalent to a competent male.
1 48
Laurel Richardson Walum, The Dynamics of Sex and
Gender: A Sociological Perspective (Chicago: Rand McNally,
1977 ).
1 49
Walum, The Dynamics of Sex and Gender: A Socio-
logical Perspective.
150
rbid.
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This places women in a double bind. To be con-
sidered competent and mature and healthy, she must behave
in a way that is considered socially undersirable for a
1 51woman
.
Whether or not the women entering the managerial
field believe the stereotype, it does exist and is widely
accepted and must be contended with.
Sex stereotyping and its implications is a barrier
hindering women's entry into management. Francine Gordon
and Myra Strober outlined four major barriers which inhibit
this pursuit. They set forth these barriers as
:
1. Misconceptions About Women's Capabilities--
despite the fact that they found no psychologi-
cal or biological evidence that would affect
capabilities, these arguments are used to keep
women from advancing. ^2
2. I nhospitable, Informal Structures
--women often
find themselves alone, "pioneering," and it's
an uncomfortable position in which to be. 153
151
Ibid.
1 52 Francine Gordon and Myra Strober, "Problems and
Opportunities," Bringing Women Into Management
,
Gordon and
Strober, Eds. (New York: McGraw-Hill, 1975)
,
p . 159.
153
Ibid.
, p . 160.
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3. Recruitment, Hiring and Promotion Policies--
women haye to be encouraged and recruitment
procedures revised to increase the number of
women in leadership."'^
4. Perceived Incompatibilities Between Career
and Family Goals--this is not necessarily
true, especially in today's economy when more
and more women are entering or re-entering
1 c cthe work force
.
Dennis Moberg believed that being a woman and mana-
ger are two dimensions that are in fundamental conflict. ^
While a manager is expected to be aggressive, independent
and direct, a woman is expected to be non-aggressive, de-
1 57pendent and tactful. This appears consistent with the
stereotype/competent research presented earlier.
Barbara Uehling cited a series of conclusions re-
garding women in management and the relationship to atti-
tudes towards themselves. Uehling believed that sex was a
significant factor in hiring and that management's atti-
tude towards women was also a factor, but more significant
1 5
4
1 b i d
.
, p. 162.
155 Ibid.
,
p. 163.
156 Dennis Moberg, "Women as Managers," Oregon Busi-
ness Review 33, No. 1 (Winter, 1975).
157
I b i d_^
, p . 1 .
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were women's attitudes towards themselves. 158 Accessibil-
ity to management was limited to women, said Uehling, due
to their self-defeating attitudes, lack of motivation,
fear of success, and lack of role models. 159
Women are often not aspiring to leadership because
of these internal constraints as well as the socialization
process that developed the stereotypes. Women who have
aspirations, according to Suzanne Estler, are placed back
into that double b i nd- «-soc i a 1 acceptance versus intellec-
tual achievement. 150 The end result of this kind of so-
cialization is usually limited education and career
choice. 151
The concept of women's internal constraints inhib-
iting their professional growth continued to appear in the
literature. J.S. Heinen believed that "self doubts about
abilities and competencies definitely hinder the woman
leader. In his research, he cited cases of talented
1 58 Barbara Uehling, Women and the Psychology of
Management
,
paper presented at Syracuse Conference on
Women and Management, Syracuse, New York, 1973.
159 Ibid.
°Suzanne Estler, "Women as Leaders in Public Edu-
cation," SIGNS: A Journal of Women in Culture and Society ,
Vol
. 1 , Nck 2 (.Winter 1 975 ).
161
Ibid.
, p . 365 .
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women who concealed their skills when in sexually mixed
business oriented groups. ^ ^
Ruth Mehrtens Galvin expressed her beliefs that
women's fear and concern about their own work make them
shortsighted, and lack of foresight hinders advancement.
Women are so concerned about their own
work that they often fail to notice
what's going on around them. They miss
warning signals, stop signs, and--
worst of a 1 1
--green lights. 163
It is clear that there are societal and internal
constraints facing women who plan on a career involving
leadership. Are the societal constraints solely based on
stereotype? Are there any real differences among men and
women leaders? Most research indicated no real differen-
ces.
Kay Deaux in her research cited results that indi-
cated patterns of male and female leaders showed high de-
gree of similarity. Males and females in equivalent posi-
. 1 64tions were more similar than different. The differences,
Deaux noted, were related to how males and females rated
1 fi ?
J.S. Heinen, "Developing the Woman Manager, Per-
sonnel Journal 54, No. 5 (May 1975), p. 828.
*| C O
Ruth Mehrtens Galvin, "Goal Consciousness: You
Have to Have a Strategy," Savvy (April 1977), p. 55.
^^Kay Deaux, Women in Management: Causal Explana-
tions of Performance (.Lou i s i a na : American Psychological
Association, 19741.
75
their performances and abilities; while males tended to
rate themselves higher and attributed their success to
their abilities, females' estimations of their abilities
were linked to their perceptions of their relationships
16 5
to the supervisors.
Edith Lynch, in her research regarding women who
have successfully held leadership positions, stated that
she found that the main leadership characteristics of suc-
cessful women do not appear much different from those of
men. The most evident feature of the women in the study,
1 6 fi
Lynch discovered, was pers everence
.
The research produced by Carol Nagy Jacklin and
Eleanor Emmons Macoby outlined three major areas that could
be involved when looking at possible sex differences and
management. Their first category was Achievement-Motiva-
tion, Intelligence and Learning .^ 7 These researchers
found no evidence to support the view that girls lack
achievement motivation during childhood or during advanced
schooling. Jacklin and Macoby's studies of graduate
1 6
6
E d i t h Lynch, Executive Suite: Feminine Style
(.New York: AMACON, Division of American Management Associ-
ation, 19731,
167 Carol Nagy Jacklin and Eleanor Emmons Macoby,
"Sex Differences and Their Implications for Manag em e n t
,
Bringing Women Into Management , Gordon and Strater, Eds.
(New York : McGraw-Hil 1 , 1 97 5 1 , p. 24.
\
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students did not show sex differences in self-esteem,
confidence or motivation. 168 In the area of intelligence,
tests of general achievement do not show sex differen-
1 69
ces. However, sex differences emerged in subtests, or
tests of special abilities: females excelling in verbal
tasks, males excelling in visual-spatial tasks. ^ 7 ^ Re-
garding the area of learning, Jacklin and Macoby found the
sexes to be remarkably alike in responses to conditioning
procedures. Also, sex differences were not found in the
speed of acquisition of a conditioning procedure.
^
7 ^
The second major category reviewed by Jacklin and
Macoby was Sociability and Aggression, Affiliation and
17 2Domi nance
. They asked the question, "Are there sex dif-
ferences in sociability that might affect interpersonal re-
lations and job performance?" According to their studies,
there were no differences in the ability to identify emo-
tional states of others, and little differences between the
. 1 73
sexes in social relation skills. Regarding aggression
168 Ibid., P • 25.
169
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and dominance, difference was found, however they did not
come upon any intrinsic reason why the more aggressive sex
should be the dominant one. 174
The third category explored by Jacklin and Macoby
w_a_s Hormones, Cycles, Woods and Behaviors
.
175
There is
evidence that hormones and moods are related but not nec-
essarily regarding only females. The relationship holds
true for both sexes
.
1 76
Jacklin and Macoby summarized their findings as
f ol 1 ows :
Women are as capable of developing rele-
vant competencies in organizations where
leadership is achieved through skill in
setting achievement goals, in planning,
organizing, persuading, conciliating,
and conveying enthusiasm. We see no
reason for sex bias. ..Leadership, task
persistence, achievement motivation,
intellectual abilities and many other
psychological abilities do not favor one
sex over the other for job performance.
Women are not psychologically handi-
capped . 1 77
1 7 4Jacklin and Macoby, "Sex Differences and Their
Implications for Management," p. 34.
175 Ibid.
176 Ibid.
177 Ibid., p . 38.
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Male and female perceptions of organizational con-
cepts are similar, reported by W.E. Reif, and should not
be treated differently. 178 Male and female managers were
more similar than different. One difference Reif dis-
covered was that while males differentiated between formal
and informal structures within the organization, females
viewed the organization as an integrated whole. 179
J. Brad Chapman considered the organization as a
problem for women who were interested in attaining a lead-
ership position. Chapman believed that most organizations
do not have a very high opinion of female leadership capa-
bilities thereby creating a situation that is generally
i o n
non-support ive.
Chapman's work was supported by the research of
Rosen and Jerdee who discovered greater organizational con
cern and support for male employees, especially in areas
1 ft 1
of career development and promotion. Rosen and Jerdee
found high degrees of skepticism within organizations re-
garding women's abilities to balance work and family
17 8
W.E. Reif, "Exploding Some Myths About Women Man
agers," California Management Review 17 (1975), p. 73.
180
J. Brad Chapman, "The Female Leadership Dilemma,
Public Personnel Management 4, No. 3 (May-June 1975).
181
Rosen and Jerdee, "Sex Stereotyping in the Exec-
utive Suite," p. 54.
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demands. They did not find the organizations willing to
assume much responsibility to alter attitudes towards
lop
women
.
In her studies of the role of organizations and
women in management, Rosabeth Moss Kanter concluded that
change would have to come from interrupting a series of
self-perpetuating cycles, that have developed: blocked
opportunity, powerlessness, and tokenism. 183
Kanter believed that it was not personality style
that inhibited women from advancement but lack of oppor-
tunity to succeed. In her research, she concluded that
when jobs include opportunity for advancement, women want
1 84
to advance.
Power, contended Kanter, is a factor which dis-
tinguishes good leaders from bad ones. There may not be
differences in leadership styles of males and females, but
there are differences regarding power. Systems grant pow-
er which comes, said Kanter, from having influence in the
upper echelons of the organizations, through membership in
informal inner circles and by having high status. Women
1 8 2
1 b i d .
, p. 58.
183 Rosabeth Moss Kanter, "Why Bosses Turn Bitchy,"
Psychology Today (May 1976), p. 41.
1 8
4
1 b i d
.
,
p. 56.
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need to attain power and one method is through a protegee
system or through sponsorship. Believed Kanter,
Those who have a favorable place in
the power structure are more likely
to become effective leaders', to be , RC.liked, and thus to gain more power.
The final self-perpetuating cycle discussed by
Kanter was tokenism which she felt had to be abolished.
According to Kanter, when people take in token status,
"they dress in their sex roles." 186 They get attention
but remain isolated from the mainstream of the group.
Women who find themselves in a token position not only
have to prove themselves, but might find themselves being
viewe'd as representatives of all women thereby having to
187
work doubly hard.
There are immediate measures that can be taken or-
ganizationally that involve long and short range solutions.
Jane Kay outlined six organizational approaches to the
problem of promoting women. These approaches were:
1. Keep promotion and transfer policies open.
2. Eliminate bias from job requirements.
3. Employ written evaluations.
1 8
5
1 b i d
.
,
p. 88.
1 8 6
I b i d
,
p. 89.
187 Ibid.
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4. Have career counseling available.
5. Pay progress should be comparative.
6. Have management education/development
available. 188
Coy Eklund supported these approaches and added a
few new ones, Eklund's approaches included removal of all
sex labels, clear policy formulation regarding advancement,
open job opportunities, flexible work hours to allow for
career and family responsibilities, and, available train-
ing and educational development. 189
Even if the above described approaches were univer-
sally implemented, what are some other attributes that are
necessary for the woman who wants a career involved with
leadership? M.M. Woods suggested ten characteristics to
cultivate: 1) competence, 2) education, 3) realism,
4) aggressiveness, 5) self-confidence, 6) career-mi nded-
ness, 7] femininity, 8) strategy, 9) uniqueness, and
1 90
10) support of an influential male.
1 88 Jane Kay, "A Positive Approach to Promoting Wo-
men," The Personnel Administrator 20, No. 4 (June 1975),
p . 87 .
1 RQ
Coy G. Eklund, "Women in Business--What Business
Must Do," y i t a 1 Speeches 42, No. 7 (June 1976).
190M.M. Woods, "What Does it Take for a Woman to Make
It in Management," Personnel Journa
1
, 54, No. 1 (January
1975), p. 66.
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Rose McCullough purported for a woman to succeed in man-
agement she had to be competent and well educated, realis-
tic, sharp--s harpter than her male counterparts, career
minded, and able to negotiate to her advantage.
Education and coping skills are crucial for women
entering management, according to Barrier Greiff. Neces-
sary qualities to develop included: self-esteem, judgement,
analytic skills, the ability to compromise, the ability to
cope with crises, a high energy level, the capacity to re-
lax, a sense of humor, and a perspective of limitations
1 go
and constraints.
Education and developmental programs are keys to
the issue of women in leadership. Mildred Buzenberg be-
lieved strongly that women need leadership development
training that needs to focus on some women's issues as well
as attaining management competencies. She advocated
courses concentrating in five major areas:
1. Building confidence and raising consciousness.
2. The study of the working woman's impact on
society and the economy.
3. Decision-making and role modelling.
^Rose V. McCullough, "Professional Women Agree
Upon Traits Necessary for Success," Rough Notes 118, No. 4
(April 1 975 } , p. 71 .
192 Barrie Greiff, "How to Make the Most of Today's
Opportunities," U.S. News and World Report (September 27,
1 976) .
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4. The exploration of career and family roles.
5. A feminine style of effective management.^ 99
G.G. Alpander supported this approach to women's
leadership development. According to Alpander, most of
the programs are based on a traditional orientation which
excluded women. The limitations of these programs for
women is that they fail to take into consideration dif-
ferent needs of women. With existing organizational, so-
cietal and personal constraints, leadership development
I Qh
must have more of a female orientation.
Barrie Greiff disagreed with this conclusion.
Greiff felt it was not necessary to have special programs
for women. Subject areas have no gender and special pro-
grams would place the participants in an unnecessary ex-
. 1 95
cl usi ve posi ti on .
Patricia Singer recommended the intern approach to
developing women leaders. Singer believed that adminis-
trative internships would offer women a "nuts and bolts"
^"Mildred Buzenberg, "Training and Development of
Women Executi ves--A Model," Collegiate News and Views 21,
No. 1 (Fall 1 975 ) , p. 22.
194 G.G. Alpander, "Contents and Techniques of Man-
agement Development Programs for Women," Personnel Journal ,
Vo 1 . 55, No. 2 (.February 1 976 ).
195 Greiff, "How to Make the Most of Today's Oppor-
tunities," p. 80,
\
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approach to leadership development, complete with the
politics and the power. 196 Said Singer:
By giving women opportunities for
administrative experience, it ul-
timately seeks to create a network,
to afford women the chance to enter
administration, to let women fulfill
their potential in what has been for
them a non-tradi tional
,
closed
field. 197
Bette Ann Stead supported the internship approach
to leadership development. Through the administrative
internships, developmental programs for women can be init-
iated and maintained within organizations, with a commit-
198
ment from top management.
Nancy Hooyman and Judith Kaplan have conceived of a
model geared to train women to overcome barriers that pre-
vent them from attaining leadership positions. They have
identified three barriers: internal barriers, or, forces
originating from within women; interpersonal barriers, or,
role relationship barriers; and structural barriers, or,
19 9
organizational patterns and practices. Hooyman and
196 Patricia Singer, "Grooming Women for Leadership,"
Change Magazine (February 1977).
1 9
7
I b i
d
.
,
p. 26.
1 98 Bette Ann Stead, "Women in Management," Vital
Speeches 41, No, 19 (July 1975).
199 Nancy Hooyman and Judith Kaplan, "New Roles for
Professional Women," Public Administration Review, p. 376.
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Kaplan have designed their model to include specific com-
petency areas correlated to each barrier.
Internal Skills -- To increase personal power,
clarify individual values,
goals and attributes.
Interpersonal Skills -- To improve communication,
assertion, team development and
probl em solving.
Organizational Skills -- To affect conflict resolu-
tion, coalition formation, or-
ganizing and mobilizing
others
.
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Margaret Hennig and Anne Jardin have recommended
some things women can do when they contemplate a leadership
oriented career. Their recommendations include: 1) deter-
mine if she is serious about a management career, 2) plan
and work through what such a career will involve, and
3) deal with the difficulties that may arise because of
201
sexual identity. They compared women entering manage-
ment with taking a journey to a foreign country. It was
their analogy for what women need to take with them as they
seek management careers,
200 Ibid.
, p. 317.
‘^Margaret Hennig and Anne Jardin, T he Manager i a 1
Woman [New York: Anchor Press, Doubleday, 1977), p . 175.
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...for the way in which women need
to see themselves, the organizational
culture, its people, the tasks to be
done, how to carry them out, how to
grow in skill and competence and how,
over and above all of these things,
to en j oy i t . 202
Summary
This chapter has reviewed selected literature and
research related to leadership development, leadership and
women, and possible evaluation processes. Leadership
theory was reviewed from the scientific management leader-
ship movement to the contemporary situational leadership
models. As well, leadership development was examined in
terms of tasks and/or functions required.
Contemporary evaluation theory was reviewed in the
second section of this chapter. Major changes are occur-
ring in the educational domains and careful analysis is
imperative. There is the need for systematic study, col-
lection and analysis of information of the processes and
products of education.
The growing number of women entering leadership
related positions has affected the leadership field and
has generated research and a diversity of opinion which
was reviewed in the final section of the chapter.
202 Ibid., p. 186.
CHAPTER I I I
EVALUATION DESIGN
The Leadership Institute for Home Economics teachers
was developed in order to introduce and develop organiza-
tional and management skills of a selected group of women
in the professional field of home economics and related oc-
cupational education areas. The purpose of the program was
to acquaint the participants with their roles within the
organizational change process in order to become more ef-
fective as agents and leaders of change in their respective
programs and schools.
The Leadership Institute was implemented May 5 -
May 8, 1977, at a conference facility in Hyannis, Massachu-
setts. Participants, selected by State Department of Edu-
cation personnel, represented the six educational regions
in the Commonwealth. Personnel from various state depart-
ment offices, colleges and universities, and professional
associations also attended. The total number of partici-
pants equalled 108. Figures 3.0 and 3.1 present the par-
ticipant breakdown according to geographical region and
occupation.
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Figure 3.0
Geographical Regional
Participant Breakdown
25% - Southeast Region
24% - Northeast Region
11% - Greater Boston Region
13% - Worcester Region
14% - Springfield Region
13% - Pittsfield Region
Figure 3.1
Participant Occupational Breakdown
73% - Middle and Secondary School Home
Economics Teachers
1% - University Home Economics Teachers
4% - Regional Office Personnel
4% - Professional Organization
Representatives
18% - State Department Personnel
The conference was managed by three full-time staff
members from the Institute for Governmental Services and
eight facilitators representing the topic areas covered.
The topics included were: 1) Leadership-Defined; Roles and
Issues; 2) Economic Foundations of Consumer Education;
3) Planning for Change; 4) Organizing for Change;
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5) Teamwork; 6) Program Evaluation; 7) Consumer Education
Classroom Activities; 8) Interpersonal Communication; and,
9) Leadership Styles and Behaviors.
Evaluation Design
The evaluation process was a multi-faceted one, em-
phasizing a formative or process approach for the purposes
of assessing the effectiveness of the program with respect
to its stated goals, and for making specific decisions about
the program itself in terms of future development. The
evaluation design had three major phases: those activities
that pertained to program development; those activities that
pertained to program implementation; and those activities
that pertained to the actual design and administration of
evaluation instruments. The activities in which the evalu-
ation was involved were broken down and plotted on a Gantt
Chart, a process of plotting evaluation activities accord-
ing to time lines. Figure 3.2 is the Gantt Chart for this
project
.
Developmental Phase
The developmental phase of the evaluation was con-
cerned with curriculum content, conference design, evalua-
tion procedures and instruments, and personnel involved.
Research, structuring topics, review by experts, and re-
structuring were the activities carried out during
this
90
phase, Daniel Stufflebeam has recommended outlining de-
cision situations for the various levels of the evaluation.
In accordance with that suggestion, decision situations and
questions were developed for this phase of the evaluation
process. The questions considered were:
1) What are relevant topics in leadership
devel opmen t?
2) What are alternative ways of presenting
content?
3) Who are possible consultants in these
areas ?
Research
The research activity involved exploring current
leadership theory and training programs as well as current
literature to determine the topics and content which were
considered to be most viable and relevant.
This research resulted in potential topic areas for
consideration for inclusion in the training program. The
preliminary list of topic's included planning and organiza-
tion, teamwork and interdepartmental coordination, princi-
ples of management and supervision, leadership behavior,
human relations, decision-making and problem-solving, pro-
gram evaluation, motivation and fiscal management.
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Figure 3.2
GANTT CHART
OCT NOV DEC JAN FEB MAR APR MAY JUNE
1 . Structure
Curriculum
Content
X
2. Participant
Selection X
4. Evaluation
Design X
5. Speakers,
Facilitators X
6. Pre-Conference
Packet Design X
7. Curriculum
Packet
Preparation
X X
8. Conference
Invitation X
9. Conference
Agenda X
‘
10. Design
Evaluation
Instruments
X
11. Packet-out X
12. Conference
May 5-7,1977
X
13. Evaluation X
14. Evaluation
Data
Analysis
X
_JJ
l
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Review by Experts
The next activity was review by an advisory committee
or team of experts. Professionals in leadership development
and home economics were identified and contacted and agreed
to serve in a review capacity. The final review team was
made up of three home economists, four organizational de-
velopment experts, two of whom specialized in working with
women, two professionals who were expert in management and
leadership development, and two representatives from the
Massachusetts State Department of Education, Division of
Occupational Education. In addition to reviewing potential
topics and content, the members of the advisory review team
also identified possible consultants and facilitators for
the actual training program.
Following the review by this group, the topics and
content of the Leadership Institute was restructured and a
list of potential facilitators was developed.
During this review process additions and/or deletions
were made regarding topic areas that were to be included in
the program. Home economic content areas were added to give
the participants a contextual overview.
The final list of topics was as follows:
Leadership - Definition
Economic Foundations of Consumer Education
Planning for Change
Organizing for Change
93
T eamwor
k
Program Evaluation
Consumer Education Classroom Activities
Interpersonal Communication
Leadership Styles
The final activity in this phase involved the selec-
tion of consultants and facilitators as well as a prelimin-
ary scheduling of the program.
Implementation Phase
The components that concluded the developmental
phase served as the link to the implementation phase, how-
ever, more on an administrative level. Decisions made and
questions considered during this phase dealt with such
issues as:
1. Where is the program to take place?
2. What is the actual content of the sessions?
3. How long will seminars be?
4. Who will participate?
5. How will participants be contacted?
Development of the program continued through this
phase as the schedule and actual curriculum content became
firm. Concurrently, certain administrative details were
completed, namely:
1. A conference facility was chosen; rooms
were scheduled and meals planned.
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2. A participant list was generated and a
procedure developed for inviting and
confirming participation.
3. Conference packets were put together,
including the conference schedule and list
of participants. (See Appendix A.)
4. Materials for individual workshops were
prepared
.
5. Progress with advisory team was reviewed.
6. The conference was held on May 5 - May 8.
Evaluation Phase
The evaluation phase at this point of the study was
primarily concerned with instrumentation, data collection
and analysis.
Decisions and questions considered throughout this
phase were:
1. What kind of instrument should be used?
2. How should the instrument be administered?
3. How should data be analyzed?
4. How should the data be reported?
5. What is the purpose of evaluation?
The purpose of the program evaluation was to gather
information to use in decision-making regarding the develop-
ment and implementation of the Leadership Institute. The
following were decisions made during this phase:
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1. What was to be evaluated?
2. What kind of information was desired?
3. What would be the method for gathering
and analyzing information?
The evaluation was to examine instructional effec-
tiveness, content usefulness, and end of training partici-
pant responses.
I ns trumen tati on
The size of the population was a key determinant
when deciding which method to use to gather data. The eval-
uator decided to use the questionnaire method because of
the efficiency of questionnaire sampling, both in gathering
and scoring data from large groups of people.
Two different instruments were administered; one
instrument at the end of each workshop session, and the
second instrument upon completion of the program. The
questionnaires administered were adapted from already ex-
isting questionnaires that had been developed for a Women's
Educational Equity Project (W.E.E.P.) at the University of
Massachusetts, under the direction of Ms. Cheryl Phillips.
The questionnaires had originally been developed for the
purpose of evaluating women's management development pro-
grams. The aims of W.E.E.P. and the Leadership Institute
appeared similar, therefore, the use of the same basic
questionnaire, with adaptations, seemed appropriate.
\
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The workshop session questionnaire, (see Appendix
B), administered at the end of each session, was made up of
a series of statements followed by a five point scale from
strongly disagree to strongly agree, plus a non-appl i cable
category. Statements fell into three areas;
1. Statements regarding instructional effec-
tiveness of the workshop facilitator;
2. Statements regarding the session in
general ;
3. "I" statements regarding the partici-
pants' reactions to the session.
This questionnaire also included open-ended questions
dealing with participant learning and usefulness of content
covered in the session.
The second, or overall evaluation questionnaire
Csee Appendix B), administered upon completion of the pro-
gram, was geared to generate overall information about the
training, including the participants' reactions to the cur-
riculum content, structure of the program and uses of newly
acquired skills and information.
This questionnaire was made up of open-ended ques-
tions and multiple forced-choice questions. Both question-
naires were filled out anonymously.
There were ten workshop sessions during the program.
The participants were divided into three groups ( A , B , C )
.
To avoid overloading the participants with questionnaires,
\
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two- thirds of the population completed questionnaires for
each session according to a defined scheme, namely, based
on work group assignments. The scheme is demonstrated as
follows:
QUESTIONNAIRE ADMINISTRATION MATRIX
Sessions
Groups #1 2 3 4 5 6 7 8 9 10
A X X X X X X X
B X X X X X X
C X X X X X X
Each session and an accompanying identifying number
is listed below:
Session: 1 - Leadership: Roles and Issues
2 - Economic Foundations of Consumer
Economics
3 - Evaluation (large session)
4 - Planning
5 - Organizing
6 - Teamwork
7 - Evaluation (workshop session)
8 - Consumer Economic Classroom Activities
9 - Interpersonal Communication
10 - Your Leadership Style
i
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For session number 1, Leadership Roles and Issues,
the questionnaires were completed by groups A and B. Groups
B and C completed questionnaires for session 2, Economic
Foundations of Consumer Education. The scheme appeared as
fol 1 ows
:
Leadership: Roles and Issues
Economic Foundations of Consumer Education
Evaluation (.large session)
Planning
Organ i zing
Team Work
Evaluation (workshop session)
Consumer Economic Classroom Activities
Interpersonal Communication
Your Leadership Styles
- Groups A,B
- Groups B ,
C
- Groups A,C
- Groups A,B
- Groups A,C
- Groups B,C
- Groups A,B
•
- Groups A,C
- Groups A,B
- Groups B,C
Each participants' packet contained an evaluation
folder, including forms and instructions for completing the
questionnaires.
This study did not include data gathered from the
sessions on Economic Foundations of Consumer Education and
Consumer Economic Classroom Activities because of their un-
relatedness to leadership development per se; their in-
clusion in the program curriculum was for the purpose
of
establishing a context within which the participants
might
better understand the applicability of the new skills
and
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ideas that were presented. Also not included in this study
were data from the evaluation workshop session. Exclusion
of this data was due to a poor (34%) return rate of evalu-
ation questionnaires.
Data Analysis
Data was analyzed according to descriptive statistics,
utilizing frequency and modal scores. The SPSS method of
computer analysis was employed. A comparative analysis,
across sessions, was made.
Sample
The pilot Leadership Institute was attended by 108
educational professionals from the fields of home economics
and related occupational education fields. Participants
were personally selected by personnel from the Massachusetts
State Department of Education, Division of Occupational Ed-
ucation. A list was submitted and invitations extended to
150 people. From the original list, 108 participants were
selected on a first come - first serve basis.
Process/Content Observers
Process/content observers were present in each work-
shop session. Their role was to observe what material was
covered, document any instructional problems, observe any
process issues that might emerge and administer and collect
evaluation questionnaires. The observers completed obser-
vation forms during each session. The forms covered facil-
itator effectiveness, participant behaviors and content
completion (see Appendix B). Data gathered by the observers
was to be analyzed separately and then compared to partici-
pant responses
.
Summary
The purpose of this Chapter has been to outline the
evaluation methodology, activities and procedures, utilized
in this study. The evaluation activities began once the
program had been conceived and.goals outlined. The activi-
ties continued throughout program development and implemen-
tation.
As well as outlining a methodology, this Chapter
might also serve to emphasize the concept of evaluation as
a pervasive activity, not only taking place "at the end,"
but an activity involved in every step of a program's in-
ception, subsequent growth and development, implementation
and conclusion.
CHAPTER IV
PRESENTATION AND ANALYSIS OF DATA
The Leadership Institute for Home Economics Teachers
was held on May 5-8, 1977. Data was collected throughout
the conference, as described in Chapter III. This chapter
contains the presentation and analysis of a selected amount
of data.
Data were set forth in the following way: Selected
questions from the workshop session instrument were presen-
ted, followed by comparative statistical responses for the
seven sessions selected for examination. Discussion fol-
lowed. Upon completing the discussion of the data resulting
from the workshop sessions, data from the end of training
instrument were presented and discussed.
The data presented were selected for discussion be-
cause of their relationship to the decision-making process
of the development and implementation of the Leadership
Institute. The general focus of the statements selected
from the workshop session questionnaire related to facili-
tator effectiveness and curriculum content appropriateness
and usefulness. A range of statements that reflected a
variety of instructional skills relative to facilitator ef-
fectiveness was selected for presentation, also, in an at-
tempt to "paint a picture" of the different facilitators.
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Statements and questions selected for discussion from the
end of training instrument reflected program structure,
overview of facilitator and content effectiveness, and
strengths and weaknesses of the program.
Workshop Session Questionnaire
From the workshop session questionnaire results, the
following statements were presented and discussed:
Statement: #1. Facilitator explained session objectives.
2. S/he developed ideas in a thorough manner
within given time frame.
4. Facilitator held the attention of the group
when presenting.
5. S/he built rapport with the group.
8. S/he explored to see if group understood
the material.
9. Facilitator aroused interest in the ma-
terial .
10. S/he stimulated the participants to think.
13. S/he related personal experiences of the
participants to concepts, skills and ideas
that were discussed.
14. S/he provided examples to show importance
of subject matter.
15. S/he adjusted comments and activities ac-
cording to the activities of the partici-
pants .
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16. S/he explained the practical value of
the topic.
17. S/he seemed well versed in the subject
matter
.
20. The ideas presented are applicable to
my present occupational situation.
21. The session made me think.
23. The session was allotted enough time.
27. I learned new and useful information
in this session.
Open-ended #2. What new skills or ideas did you learn in
this session?
Questions #1,2,4,5,8,9,11,13,14,15,16,17 corresponded
to facilitator effectiveness. These questions related to
skills in areas of organization and presentation (1,2, 4, 9),
interpersonal relations (_#5), challenge and inspiration
(9,11), establishing perspective (13,14,16), individualiza-
tion (15), and knowledge of subject (17). Questions 20,
21,23,27 related to the participants' view of the usability
of the content, intellectual stimulation provided and time
allotment. The open-ended question allowed participants to
state for themselves their perceptions about their own
learning and possible applications of new skills.
Results are presented in frequency scores. The modal
score, the most frequently recorded response, is indicated
by an asterick (*). The numerals corresponded to the
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disagree/agree scale of the questionnaire.
0 = no response to that question
1 = strongly disagree
2 = disagree
3 = neutral
4 = agree
5 = strongly agree
6 = not applicable
Statements/Questions Relating to Facilitator Effectiveness
Stating objectives is an instructional skill in three
major areas, 1 - making participants aware of what is to
come, 2 - establishing guidelines by which to evaluate the
session, and 3 - serving to motivate the participants. In
five out of seven sessions, the modal responses to the
statement "the facilitator explained session objectives,"
was 5, or "strongly agree." The modal response to the re-
maining two sessions was 4, or "agree." (See Figure 4.0.)
This data clearly suggested that in all sessions, the large
majority of participants were aware of the objectives for
each workshop.
Developing ideas in a specific time frame reflects a
facilitator's organizational skills and tests his/her abili
ty to present relevant material within limited time
con-
straints. Response to this question (see Figure 4.1)
was
Figure
4.0
QUESTION
#1.
THE
FACILITATOR
EXPLAINED
SESSION
OBJECTIVES
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somewhat varied. In the sessions, Leadership-Definition,
Teamwork, Organizing, Interpersonal Communication and Lea-
dership Style, the modal response was 5, "strongly agree,"
meaning that the participants in thes e .s ess i ons saw these
facilitators as being able to present the content within
the time available. However, in the session on Planning,
though the modal response was 4, "agree", review of the
other responses from this session showed a spread of scores
that could suggest ambivalence on the part of the respon-
dants towards this particular skill, not strongly stating
an opinion. In the Evaluation session, while the modal
response was 2, "disagree," a very close range of scores on
the disagree to agree scale (responses 2,3,4) could suggest
a similar conclusion of participant ambivalence.
Statement #4, "The facilitator held the attention of
the group when presenting," (see Figure 4.3), yielded simi-
lar responses. In Leadership-Definition, Teamwork, Organ-
izing, Interpersonal Communication, and Leadership-Style,
the statements were responded to with 5, or "strongly
agree." In the Planning workshop, the most frequent re-
sponse was 3, or "neutral," an expression of non-commitment,
one way or another. However, the collapsed scores on re-
sponses 4 and 5, "agree" and "strongly agree," indicate that
approximately 47% of the respondants seemed to feel that
this facilitator did hold the attention of a proportion
of
Figure
4.2
QUESTION
#4.
THE
FACILITATOR
HELD
THE
ATTENTION
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THE
GROUP
WHEN
PRESENTING
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the participants. The most frequent response to the state-
ment for the Evaluation workshop was 2, or "disagree." Ap-
proximately 30% of the respondants appeared to think that
the facilitator for this session was not able to hold the
attention of the group.
The next statement, "S/he built rapport with the
group," statement if 5 (see Figure 4.3), produced like re-
sponses. Sessions 1,2, 3, 4, 6, 7 all yielded 4 and 5 respon-
ses. Session 5, Evaluation, produced a neutral response
to this statement.
The next two statements, #8, "S/he explored to see If
the group understood the material," and #9, "The Facilitator
aroused Interest in the material," (see Figures 4.4 and 4.5)
again yielded similar responses for sessions 1,2, 3, 4, 6, 7,
where the modal score was 4 or 5, "agree" and "strongly
agree." However, again session 5, Evaluation, produced
noticeably different answers. Regarding statement #8,
(see Figure 4.4), the most frequent response was 2, "disa-
gree." Approximately 30% of the respondants seemed to feel
that this facilitator did not assess the group's understand-
ing of the topic or the material presented. A study of this
data revealed that, in contrast, approximately 28% of the
respondants answered this statement with agreement, or a 4
response. The collapsed agreement scores compared to the
collapsed disagreement scores were 32% as compared to 42.6%.
no
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#8.
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Figure
4.5
QUESTION
#9.
THE
FACILITATOR
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INTEREST
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Approximately 23% chose the 3 or the neutral response.
From this information, one can see that a larger percentage
of the respondents disagreed with the statement. This also
held true regarding the responses to statement #9 (see Fig-
ure 4.5) about arousing interest in the material. The
modal response for the evaluation session, however, was 2,
or "disagree." Neutrality was probably also being expressed
by the participants, as 27.7% of the respondents chose the
mid-point response for this statement when completing the
questionnaire. (See Figure 4.5.) Again, for the sessions
in Leadership-Definition, Planning, Teamwork, Organizing,
I nterpersonal Communication and Leadership Style, the modal
responses were in the agreement and strong agreement range.
Thus far, in the data examined, a trend appeared to
have emerged. In the sessions on Leadership-Definition,
Teamwork, Organizing, Interpersonal Communication and
Leadership Style, respondents clearly were viewing the fa-
cilitators as having strong abilities in the skill enumer-
ated. These strengths were not so clearly seen, apparently,
when viewing the data from the session on Planning and Eval-
uation. Ambivalence might characterize the responses regard-
ing the Planning Workshop facilitator, while negative
re-
sponses appeared to characterize the responses for the
Evaluation Workshop facilitator.
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This trend appeared to continue when examining data
resulting from statement #11 (see Figure 4.6). The data
suggests that the respondents generally found sessions 1,3,
4,6,7 to be thought-provoking and stimulating. For session
2, Planning, the response 3 was recorded most frequently.
The 3 response suggested neutrality on this issue on the
part of the respondents. 31.9% of the respondents recorded
this response. It was interesting to note, however, that
the collapsed "agree" and "strongly agree" figures yielded
a percentage of 51.1% which might suggest that, despite an
ambivalence expressed by a group of the respondents, approx-
imately half of the respondents still felt stimulated.
The responses to this statement regarding the Evalua-
tion session were varied. The most frequent response was 3,
the neutral category. 36.2% chose this response. However,
the collapsed "disagree" and "strongly disagree" scores were
approximately 36%, while the collapsed "agree" and "strongly
agree" scores were approximately 23%. The somewhat evenness
of the scores, along the 5 pt. scale, might suggest that
this was a controversial issue for the participants.
Obviously, some of the respondents found the facili-
tators thought-provoking while the others did not. Still
others, slightly over one-third, chose not to commit them-
selves.
Figure
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Statement #13, "S/he related personal experiences of
the participants to concepts, skills and ideas that were
discussed," (see Figure 4.7), was, indirectly, a very im-
portant questionnaire item because of the population served
by the program. The population came to the program with
varied experiences, both educationally and professionally.
The facilitators' ability to present new material to a di-
verse audience was one of the issues behind this question
as well as the general instructional skill of a facilita-
tor's being able to deal with learners "from where they're
at.
"
In the session on Leadership-Definition, where the
modal response was 4, or "strongly agree," the sentiment
expressed by the respondents was reinforced by some open-
ended comments :
- excellent presentation; has firm knowledge
base of problems of the home economist.
In the Planning session, the modal response was 4,
"agree," but some contrasting sentiments were offered in
open-ended comments:
- more home economi cs -rel a ted examples needed
- lack of knowledge of background of participants
- examples not appropriate to group
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The modal score for both Teamwork and Organizing
were 5, "strongly agree." Teamwork, however, did receive a
fairly high score on the 6 response, or " non-applicable."
Approximately 22 1 of respondents recorded this response.
This could be interpreted to mean that to this segment of
the respondents, experiences of the participants was not a
necessary consideration for mastering the concepts and
skills related to Teamwork.
The replies for the Evaluation session were varied
for this statement. However, the most frequent response
was, "strongly disagree," which could be interpreted to
mean that personal experiences of the parti ci pants .were not
taken into consideration. Some open-ended comments support
this interpretation.
- session would have been better if it had been
more applicable to our situations.
- session should have been more related to
educational home economics leaders.
The sessions on Interpersonal Communication and Your
Leadership Style both produced modal scores of 5, "strongly
agree," in regard to the statement under examination.
In general, the statement "S/he related personal ex-
periences of the participants to the concepts, skills and
ideas that were discussed" proved to be an interesting
one
because of the wide variety of responses produced
and the
open-ended comments which consistently supported the quan-
titative data.
Statement #14, "S/he provided examples to show the
importance of the subject matter," (see Figure 4.8), pro-
duced the data. Results from sessions 1,2, 3, 4, 6, 7 showed
that the majority of the respondents felt that the facili-
tators of those sessions employed the instructional skill
discussed. The most frequent reply resulting from the
Evaluation session was the neutral response with fairly
even distribution of the other responses. From this in-
formation, it might be determined that the participants
were uncertain about their reactions to this facilitator
regarding this instructional behavior because there was no
clear majority response other than 3, the neutral response.
Statement #15, "S/he adjusted comments and activities
according to the abilities of the participants," (see Figure
4.9), yielded like responses, thus continuing to support
the developing trend of positive responses toward the fa-
cilitators' abilities in sessions 1,2, 3, 4, 6, 7, and, con-
tinued ambivalence toward the evaluation facilitator. Over
one-third of the respondents selected the neutral response
when replying to this statement. The other responses were
fairly evenly distributed.
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The ability of a facilitator to make revisions or
adjustments during the process of instruction, according to
the competencies or capabilities of the participants, is an
extremely important instructional behavior. It tests wheth-
er the facilitator is able to diagnose the abilities of the
learners and then choose appropriate methods and materials
based on those abilities. Analysis of this data suggest
that according to the respondents, all the facilitators but
one were able to perform this skill.
The usefulness of an idea or a concept is an impor-
tant aspect of any curriculum that is oriented to changing
individual behavior, as is the case in Leadership Develop-
ment. In this investigator's opinion, it assumes added im-
portance in view of the fact that the audience was hearing
much of this for the first time. Being able to explore the
practicality of a topic makes it simpler to implement, but
also, and very importantly, begins to bridge the gap
between
theory and practice. When asked to respond to statement
#16,
"S/he explained the practical value of the topic,
(see
Figure 4.10), the participants replied in a manner
consistent
with earlier responses. The most frequent
response for
Leadership-Definition, Teamwork, Organizing, Interpersonal
Communication and Leadership Style was "strongly
agree."
Approximately two-thirds or more of the respondents
chose
this reply for those facilitators.
One-third replied
"agree" regarding the Planning facilitator,
the modal
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response being 4. Again, however, for the Evaluation facil-
itator, the most frequent response was 3. Once more neu-
trality was expressed by approximately one-third of those
who responded. However, in this case, scores were not so
evenly distributed among the other possible responses. The
collapsed "disagree" scores equalled approximately 23%.
These figures would appear to indicate, while there was a
large amount of neutrality being expressed, there was also
some positive sentiment being expressed by the participants.
Statement #17, "S/he seemed well versed in the sub-
ject matter," (see Figure 4.11), is a question related to
facilitator knowledge. Did he or she appear to know-the
subject? Once more, a trend was apparent. The data sug-
gest very clearly that, according to the respondents, facil-
itators in Leadership-Definition and Style, Planning, Team-
work, Organizing and Interpersonal Communication were know-
ledgeable and well versed in their subject area. Scores
regarding the Evaluation facilitator again seem to express
ambivalence. The modal response was 3, however, the col-
lapsed 1 and 2 responses resulted in very close scores.
Approximately 28% of the respondents selected the neutral
response. 30% of the responses were in the disagree (1
and
2 responses) category while 34% were in the agree (4 and 5
responses) category. The closeness of the scores and the
Figure
4.11
QUESTION
#17.
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125
126
distribution probably indicated a general lack of clarity
among the respondents.
Thus far, all the statements examined have dealt
with facilitator effectiveness. If any general interpreta-
tions could be drawn from the information presented, it
would be that most respondents replied positively when
asked to consider instructional skills and behaviors of the
facilitators. This was especially true with the Leadership-
Definition and Styles, Teamwork, Organizing, and Interper-
sonal Communication facilitators. The modal responses to
the 12 statements examined to this point were almost
always 5 or "strongly agree" regarding facilitator effec-
tiveness in those sessions. From this, one might infer,
that according to the participants who responded, those
facilitators were skilled in organization and presentation,
able to present material in a manner relevant to the par-
ticipants, were inspiring and were well versed in their
content area. Regarding the Planning facilitator, the gen-
eral sentiment was similar, but not as strong. The 4 re-
sponse, or "agree," characterized responses most frequently
used by respondents, inferring that this facilitator was
generally viewed as being skilled as a facilitator, never-
theless, there were some areas such as presentation skills
and stimulating participants, where responses were somewhat
more ambivalent.
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Whereas positive agreement was expressed regarding
the session facilitators described above, neutrality and
ambivalence seemed to typify the sentiment toward the Evalu-
ation facilitator. The most consistent response recorded
was 3. On a 5-point Likert scale, a 3 response is generally
viewed as a neutral response; one in which the respondents
express an unwillingness to commit themselves one way or
another. Of the twelve statements reviewed, seven, slightly
more than half, produced a modal response of 3. Of the re-
maining, four were in the disagreement category. Distribu-
tion was another feature of the data. When reviewing some
of the scores produced, even distribution was somewhat ap-
parent. The even distribution, with the majority responses
in the neutral category, suggested general noncommitment on
the part of many of the respondents. This facilitator did
have some instructional difficulties during the presentation.
The 3 response could also have been the participants' way of
being kind, or not wanting to evaluate this instructor too
harshly.
Statements and Questions Relating to
Participants 1 Perceptions of the Sessions
Statement #20, "The ideas presented are applicable to
my present occupational situation," (see Figure 4.12),
was
included because it related to the participants’
general
perception of the applicability of the material
presented.
128
O'!
oo
UJ
Q£
CL
>-
s:
o
03
<c
cj
CL
CL
<c
CM UJ
f- Q£ Z
• c o
a t-
<u uj c
S- 33
3 Z h-
cr> uj •—
i
•i- oo oo
LL UJ
CC. _l
CL C
z
00 O
< —
<
UJ (—Q «C
-> CL
=>
UJ o
z o
t— o
o
CM
=«fc
o
H-
O0
UJ
=3
C
r
cn
M
•r- *«S
C UO
«o r"-
CD
u
o
I&9
*
ft) r—
u
O) U) O O)
• • • •
f— r— CO r—
CO CO
r- t>» «*r
co
oo
it
u
o
5
E
ft)
0)
Iv?
3:
ro i—
*9 | l_
CO
r-.
** *5. CO
UOi o CO
• • •
UO o CO
CM CO
M- CO CVJ
r— CO
cm co n- uo co
Up
CO CO CO 00 © CM CO
5* CM CO *J-
t— CO CO
CD
ft) CM CM CM CO CO CM
C I L
c UO
CO CO
cm CO ^ U0 CO
*
o
•r—
-L>
0JQ
I
O.
i/)
u
O)
T3
fO
QJ
*9
5H?
CO
00 | X
ft)
c ' «“
u3
J->
0)
u
CM CM OO Or— CO
CO CO CM CM CO r—
r- r— CO
CM CM 00 CO r— r—
O
99
r- CM CO "CC UO CO
¥
V)
u
QJ 0J
a i—
f0 >i
QJ +->
-J I/O
u
3
O
>-
*9
CO
I— c
ft) o
e •*-
O 4->
CO ft)
u o
QJ -r-
CL C
U 3
QJ EM E
C O
f—f (j
*9
CM CM CO
• * •
CM UO CM
r— 00
r~ r^. 00
CO
CO UO
¥
>9
o
CO
c
o
CO
ft)
>
*9
CO
CO
*9
00
CM
r— UO CO
f>» OO
CO CO
CO
CO UO
*
*9
X
<T3
k
•tf U0 O O0 O r—
]
co oo f*>» oo cm
CO 00 CO
CM
00 f—
fO in CO
¥
78
.
129
This statement somewhat corresponded to an earlier state-
ment about the practical nature of the topics, and also,
to a later open-ended question where participants were
asked to discuss how and what was perceived to be applicable
for them.
The majority of the respondents found this statement
to be true for them in all of the sessions. One can reach
this interpretation by reviewing the modal responses to
this statement for all of the sessions. The most frequent
response was 5, "strongly agree," and, in the case of the
Evaluation session, 4, or "agree." This unanimity was im-
portant because it was another indication to program devel-
opers and facilitators of the appropriateness of the topics
and the materials.
Statement #21, "The session made me think," (see
Figure 4.13), also corresponded to an earlier question,
statement #11. As before, many of the participants found
this statement to be true for the sessions in Leadership-
Definition, Planning, Teamwork, Organizing, Interpersonal
Communication and Leadership Style where the most frequent
response was 5, or "strongly agree." This positive senti-
ment was also expressed in the open-ended comments. Some
of the general comments were:
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Re: Leadership-Definition
-
"makes you think"
-
"stimulated thinking - kept my attention
on only one cup of coffee"
Re; Planning
- "makes me think"
Re: Teamwork
-
"stimulating"
Re: Organizing
- "dynamic"
- "most stimulating"
Re: Interpersonal Communication
- "thought-provoking"
- "most stimulating"
Re: Leadership Style
- "stimulated participants"
- "most stimulating"
- "stimulating"
"Stimulating" and "thought-provoking" appeared often
in the open-ended comments regarding the sessions being
examined, especially in the sessions on Leadership-Defini-
tion, Teamwork, Organizing, Interpersonal Communication,
and Leadership Style. Coupling this information with the
132
very high percentage of 5 responses one may conclude that
the majority of the respondents found these sessions provoc-
ative and stimulating. Modality of response for the Plan-
ning session was also 5, but not by as high percentages as
the others.
The computer-selected modal response to this state-
ment for the Evaluation session was number 1, "strongly
disagree." Responses 2 and 3, "disagree" and "neutral,"
however, received the identical numerical and percentage
score. This was interpreted to mean that the overwhelming
respondent sentiment toward this statement was neutral to
negative. Respondents either took a non-commital position
or disagreed. The Evaluation session was clearly not viewed
as thought-provoking.
Statement #23, "The session was allotted enough time,
(see Figure 4.14), received a wide variety of responses for
all the sessions. Except in the case of the Interpersonal
Communication workshop, the most frequent response to this
statement was 5, or "strongly agree," which was interpreted
to mean that the participants who responded to this state-
ment felt that the sessions were allotted enough time.
What was interesting to note, however, was that these fre-
quency scores were low as compared to other responses on
other statements. In the Interpersonal Communication ses-
sion, however, the mode was 1, or "strongly disagree.
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This was clearly one session where participants wanted more
time. This is also reinforced by the open-ended comments.
/
- "needs more time"
- "more time for this subject"
- "could have listened longer"
The open-ended comments indicated that for some par-
ticipants, time was also an issue in other sessions. In
the Organizing session, for example, some comments related
to time were:
-
"I need more time in this area"
- "more time"
- "could have been longer"
- "time was short"
Some comments regarding time from the Teamwork
session were:
- "more time needed"
- "just more"
- "more time for more"
Selected time comments produced from the Leadership
Style workshop were:
- "more, more, more sessions"
- "session could have been longer
- "more time for more elaboration"
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Time was also an issue for some participants in the
Planning session. Selected comments included:
- "more time for absorption"
- "not enough time to develop material"
- "more time needed"
Lack of sufficient time in the Evaluation workshop
was not an issue for the majority of the respondents. The
data suggested clearly that for many of the participants,
the Evaluation session was long enough.
The final statement being examined from the session
questionnaire, statement #27, "I learned new and useful in-
formation," encapsulated much of the already discussed in-
formation (see Figure 4.15).
In session 1, Leadership-Definition, the most fre-
quent response was in the "agree" category, where approxi-
mately 37% of the respondents agreed that they learned new
and useful information in the session. Approximately 35%
of the respondents "strongly agreed" about their learning
new and useful information.
Respondents to this statement in the Planning session
appeared to express ambivalent views about learning
new and
useful knowledge. Approximately 32% expressed
neutrality
by selecting the 3 response. By collapsing
the 1 and 2 re-
sponse, one could see that approximately 32%
disagreed.
\
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They did not feel that they acquired new and useful know-
ledge. 34% agreed with the statement. The even distribu-
tion suggested an unclear perception on the part of the re-
spondents towards their learning new information.
The Teamwork and Organizing sessions' participants
seemed, according to the data, to feel strongly that they
acquired new knowledge in those sessions. The collapsed
agreement scores for both sessions equalled approximately
87%.
The same analysis held true for the participants in
the Interpersonal Communication and Leadership Style work-
shops. By collapsing the agreement score, one could see
that in the Interpersonal Communication workshop, about
93% of the respondents appeared to have learned new infor-
mation, while in the Leadership Style workshop, nearly 98%
agreed that they acquired new and useful information.
The Evaluation session respondents recorded lack of
agreement when considering statement #27. Approximately
30% of the respondents disagreed with the statement. By
collapsing the disagreement scores, it was possible to see
that more than half, about 53%, of the respondents did not
seem to think that they acquired new or useful knowledge
in this session.
Following this statement closely was the open-ended
question, "What new skills or ideas did you learn in
this
i
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session?" This data are presented session by session,
listing the most frequent and/or commonly recorded answer
in descending order of frequency.
Question: What new skills or ideas did you learn in
this session ?
Session: Leadership-Definition
1 . The concept that there was no set of
common leadership traits.
2. Change needed - change through
attitudes and behaviors.
Comments
"better understanding of relationship of atti-
tudes to behavior and perspective of how they
stand in relation to my occupation."
"That the frustration and anxiety I feel as
roles change is a shared emotion."
"I am not unfeminine for my ambition."
"A rejuvenation of my own attitudes towards
women's roles in leadership."
"Women better change their attitudes, make
themselves known, and assess themselves.
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"Change - a struggle of working from the
hottom up."
"We have to change ourselves if we are to
change others."
Session: Planning
1 . Needs assessment
2. Clarification of goals versus objectives
Comments
"not new"
Session: Teamwork
1. The value of team work
Comments
"It has caused me to stop and think about
my position in a group situation."
"powerfulness of group thinking"
"working together in a team - having a
common task to bring people together."
Session: Organizing
1. force field analysis
140
2. brainstorming
3. organizing for change model
Comments
"To get something you want, you must analyze
and consider - you can overcome obstacles with
proper consideration of problem."
"For the first time I have come to a con-
ference where concrete ideas and plans of
attack have been offered."
"We need training like this. It makes me
feel as if I can get a handle on solving some
situations in my present job."
Session: Evaluation
1. definition of evaluation
2. parts process
Comments
"Nothing was explained clearly enough to
mean much .
"
"Traditional yiew of evaluation versus
the modern view.
141
Session: Interpersonal Communication
!• Agressive versus assertive behavior
2. Be assertive and feel good about it
Comments
"Don't apologize before stating my own views.
"To think about the importance of me."
"A most needed and important issue."
"This is an example of the type of session
which truly focuses in on women's needs as
leaders. Thank you."
"Excellent, organized overview of one of the
conditions most important in our work."
Session: Your Leadership Style
1. Concepts of situational leadership
styles and behaviors
2. LEAD instrument
Comments
"Valuable tool to improve own performance in
the classroom and in my relationships with
the administration."
"A new range of responses with a 6 or 7 rating
would have been appropriate for me in this
session."
The responses to the open-ended question, "What new
skills and ideas did you learn in this session?" and the
comments continued to reinforce the emerging conclusions
about the various sessions. Participants in the sessions
on Leadership-Definition, Teamwork, Organizing, Interperson-
al Communication and Leadership Style seemed to feel that
they acquired specific skill from those sessions. They were
able to state new skills and/or ideas they acquired. Partic-
ipants in the Planning workshop also appeared to feel that
they acquired some new skills or ideas, but the open-ended
comments indicated that there was also some dissatisfaction
with the session. The responses to the question were clear-
ly cut in two directions in the Evaluation session. Partic-
ipants either felt they had acquired some new knowledge or
felt that they had learned nothing.
From the data that has been reported thus far, it is
possible to state that participants perceived most of the
facilitators as being very i ns tructi onally effective. The
facilitators in the sessions in Leaders hi p -Defi ni ti on and
Styles, Teamwork, Organizing and Interpersonal Communication
were seen as well organized, able to present material in a
manner relevant to the experiences of the participants,
we;
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inspiring and were knowledgeable in their subject area. Re-
garding the Planning facilitator, the general sentiment was
similar but not as strong or consistent. There were areas
of instructional effectiveness where this facilitator was
not perceived as skilled such as stimulating participants.
Reactions to the Evaluation facilitator were ambivalent.
Participants clearly recognized the need for evaluation
skills but felt the facilitator did not do an effective job
in presenting the workshop.
This concludes data presentation from the workshop
session instrument. The following is data from the question-
naire administered at the end of the three and one-half day
program.
Overall Evaluation Questionnaire
The End of Training Questionnaire was administered to
the participants following the final session of the three
and one-half day program. The instrument dealt with the
program in general, from content areas to scheduling, and
strengths and weaknesses as perceived by the participants.
The following questions were selected for discussion
from the Leadership Institute Overall Evaluation Question-
naire:
Question: 1. I found the three days of training was
3. Were the days generally well paced and
bal anced?
5. Facilitators well versed in subject matter
6. Facilitators effective in teaching me
7. Sessions more effective if there were more
9. In terms of work, information gained
14. Spend more time on
17. Less information on
18. From what session did you learn the most?
19. What new skills and ideas did you learn
in this program?
20. Of these, which do you think will be most
applicable in your present occupational
situation?
21. What sessions do you think should have
been covered that were not?
22. What sessions were included that should
not have been in this program?
23. Overall rating
24. Comparative rating
25. What do you think are the major strengths
of the program and/or facilitators?
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26. What do you think are the major weak-
nesses of the program and/or facilitators?
27. Specifically, in what ways might the pro-
gram be changed to better meet your needs?
28. Do you intend, as a result of the program,
to go back to school or place of employment
and affect changes?
30. Would you recommend this program to
others ?
33. Identify for yourself any unintended out-
comes that occurred because of this pro-
gram .
These questions were selected for discussion because
of their relationship to program development such as cur-
riculum content and structure and scheduling of program
(questions #1,3,7,9,14,17,21,22,25,26,27), general facili-
tator effectiveness (#5,6,9), participant learning and po-
tential application of newly acquired skills (#18,19,20),
and participant perceptions of the program in general and
recommendations (#23,24,28,30,33). There was an 80% return
rate on the instrument.
\
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Questions Relating to Program Development
Timing and pacing of the program were being analyzed
by the inclusion of questions 1 and 3. Question 1 (see
Figure 4.16) examined the participants' view concerning the
length of program to see if the three and one-half days was
perceived as adequate.
Figure 4.16
Question #1. I found the three and one-half
days of training was:
raw score % score
no response 0 . 5 6.9
enough time 1 . 62 86.1
much too long 2. 1 1 .4
too little time 3. 2 2.8
not applicable 4. 2 2.8
Since 86% of the respondents indicated so, the evalu-
ator inferred from the data that the majority of the partic-
ipants felt that the three and one-half day program was
enough time. Corresponding to this question was the open-
ended question, "Were the days generally well paced and
balanced?" The majority of the participants, almost 80%,
responded affirmatively. Of the remaining 20%, some re-
sponded that they did not feel that the scheduling was
well
balanced. Comments included, "full," crowded,
too full
147
and too quickly paced."
Question 7 referred to instructional methods utilized
in the workshop sessions (see Figure 4.17). Developers
were interested in learning if any one instructional method
would prove to be more effective.
Figure 4.17
Question #7. Sessions would have been more
effective if there were more:
responses raw %
0 . no response 5 6.9
1 . 1 ectures 3 4.2
2. Discussions 10 13.9
3. role play/exercises 13 18.1
4. simulations 1 1.4
5. effective combination 40 55.6
More than half of the respondents seemed to express
satisfaction in instructional methods because the most fre-
quent response was 5, "not applicable - very effective com-
bination."
Question 9 continued in the mode of asking questions
which tested the participants' perceived application and/or
usability of the material presented in the program. Figure
4.18 depicted the responses to this question.
Figure 4.18
Question #9. In terms of my work, the information
gained during the program:
responses raw %
0. no response 0 . 9 13.6
a. will be very useful 1 . 44 61 .1
b. will be fairly useful 2. 17 23.6
c. will not be yery useful 3. 2 2.8
The majority response indicated that most of the re-
spondents perceived the content of the program to be very
useful to them in terms of their work. Approximately 85%,
the collapsed a and b responses, responded that they felt
the information gained would be useful to their occupation-
al situations.
Question #14 was the statement, "The training could
have been more effective for me if we had spent more time
on:" Participants were asked to indicate which session(s)
needed to be lonqer in length. See Figure 4.19 for their
responses
.
This data indicated that the respondents agreed that
the time devoted to each session was adequate except
in the
case of Interpersonal Communication. The slightly
more
than half figure suggested that a small majority of partici-
pants would have felt the training more effective
if more
QUESTION
#14.
SPEND
MORE
TIME
ON:
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time had been devoted to the Interpersonal Communication
workshop. These responses compare similarly to the ques-
tions regarding time allotment on the workshop session
questionnaire.
Question #17 asked of what would participants want
less. Figure 4.20 demonstrated the responses. These fig-
ures suggested that the information presented was not viewed
as being too much. In the cases of Leadership Style and
Interpersonal Communication, the almost unanimous "no's"
might suggest that even more information would have been
acceptable to the participants in these two sessions. Sim-
ilarly, high responses for the Teamwork and Organizing
sessions might suggest this interpretation.
Question #21 asked "What sessions do you think should
have been covered that were not?" The majority answer to
that question was "none." Other responses, indescending
order of frequency were, more work in leadership, more work
in interpersonal communication, and sessions in grantsman-
shi p
.
Question #22 asked "What session do you think should
not have been covered that were?" Majority responses to
these questions were the sessions on consumer
economics and/
or consumer economic classroom activities.
The second most
frequent response to this open-ended question
was the
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Evaluation session. The Planning session was also named
but not so frequently.
Major strengths of the program and/or facilitators
were elicited in question #25. (See Figure 4.21.)
Fi gure 4.21
Question #25. What do you think are the major strengths
of the program and/or facilitators?
(.in descending order of frequency).
planning and organization of program
excellence of most of the facilitators
excellent topics
Other replies to this question were:
"seeing so many competent and secure
women in leadership roles as models"
"nice to see women of such knowledge
and stature and competency"
"concern for participants' needs"
"am inspired to meet and observe
women in such high capacities
"included areas not typically cov-
ered for home economics teachers
Conversely, question #26 asked, "What do you
think
are the major weaknesses of the program and/or facilitate-
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The responses, in descending order of frequency were as
f ol 1 ows :
1 . not enough time
2. inclusion of consumer issues
Other responses included:
"any weakness was so minor that it didn't take
away from the overall excellence of the program"
"fatigue from pace but it is such a beautiful
sweet pain"
"too intensive at times"
"crisis in the dining room with all the separate
checks
"
"food on Friday night"
Question #27 served as a kind of summation as it
asked participants to offer recommendations. The
question
asked, "Specifically, in what ways might the program
be
changed to better meet your needs?" The most
frequent re-
sponse was to lengthen the program to include
more workshops
in Leadership Behavior, Organizing and
Interpersonal Commun-
ications.
Another frequent response was to allow more
time for
regional meetings to discuss state and
local issues relating
to the field. Other comments included:
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"stretch out over five days - give us more
time to explore"
"stick to one topic - leadership o_r consumer
education"
"serve a good breakfast"
"was pleased with the program but I have done
too much sitting and eating that it will take
a week to get back in shape"
This data indicated that the respondents were gener-
ally satisfied with the program as presented but offered
concrete ideas for changes and improvement as far as sched-
uling and topics were concerned.
Questions Relating to Overall Facilitator Effectiveness
Overall facilitator effectiveness was the next cate-
gory to be explored. The two questions which directly dealt
with facilitator effectiveness were #5 and #6. (See Figures
4.22 and 4.23.)
Fi gure 4 .22
Question #5. The facilitators were well versed
in the subject matter
raw %
a
,
all facilitators were 1 , 15 28.8
b. most were 2, 49
68,1
c
.
some were 3 .
7 9.7
d. few were 4.
1 1 .4
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This data clearly indicated that the majority of the
respondents felt the facilitators were knowledgeable in
their subject matter.
Figure 4.23 depicted the responses to question #6.
Figure 4.23
Question #6. The facilitators were effective
i n teachi ng me
:
raw %
0 . no response 0 2.8
a . all faci 1 i ta tors were 1 . 2 2.8
b . most were 2. 49 70.9
c . some were 3. 9 12.5
d. few were 4. 3 4.2
The most frequent response to this question w as
"most were." The collapsed a and b scores of approximately
71% were interpreted to mean that, according to the respon-
dents, all or most of the facilitators, as well as being
knowledgeable in their subject area, were also considered
to be effective instructors.
Questions Relating to Parti cipant Learning,
The next three questions discussed were questions
relative to participants' perceptions of their learning.
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Question #18 asked, "From which session did you
learn the most?" The responses, in descending order of
frequency, were presented in Figure 4.24.
Figure 4.24
Question #18. From which session did
you learn the most?
Your Leadership Style
Interpersonal Communication
Evaluati on/Organizing/Teamwork
What was interesting to note here was that some par-
ticipants felt that the evaluation session was worthwhile
despite some earlier data which might have suggested inter-
pretations to the contrary due to some perceived ineffective
facilitator behavior.
The sessions which were enumerated as those from
which participants felt they had learned were also those
sessions which, according to earlier data, had strong facil-
itators.
Question #19 asked participants to be more specific
about their own learning and mention what new skills and
ideas had been learned in the program. Figure 4.25 presen-
ted the responses to tFiat open-ended question in descending
order of frequency.
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Figure 4.25
Question #19. What new skills and ideas did
you learn in this program?
Analysis of personal leadership style
Application of situational leadership
theory
Assertive behavior
Teamwork/organizing for change
Other comments were:
"too much to enumerate"
"process of leadership and my role within it"
"how to deal with problems - where to go for
resources"
"personal strengths and weaknesses - ways to
gain more positive human relations"
These comments and responses demonstrated that the
respondents were able to specify new skills attained and
new concepts acquired from the program.
Question #20 asked the participants to describe these
new skills in terms of their present occupational situation.
(See F i gure 4.26.)
\
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Figure 4.26
Question #20. Of these, which do you think will be
most applicable in your present occu-
pational situation? [In descending
order of frequency)
Leadership Styles
Interpersonal Communication
Organizing for Change
Teamwork
Additional comments were:
"new ways of dealing effectively with subordin-
ates, administrators and school board"
"gain more positive human relations"
"every bit will be helpful to one degree or
another"
"how to use the power in the school system to
get what I want"
This data suggested that many of the respondents were
able to describe their own learning and projected applica-
tion of new material and/or skills presented.
This data could also contribute to conclusions regard
ing program development because it stated which sessions
were perceived as providing participants with new
ideas and
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skills, thereby placing additional emphasis on those ses-
sions seen as more valuable.
Questions Relating to General Participant Perceptions
The next five questions tended to be general ones
which asked the participants to make value judgements re-
garding the program in general. Participants were also
asked to state any outcomes which may have occurred for
them personally.
Questions #23 and #24 (Figures 4.27 and 4.28) asked
the participants to rate the program compared to their needs
and compared to other programs of this type.
Figure 4.27
Question #23. Based on what I needed to learn,
overall I would rate the 'program as:
Raw %
no response 0 . 1 1 .4
a . excel lent 1 . 39 54.2
b. very good 2. 26 36 .
1
c . f a i r 3. 5
6.9
d. poor 4. 1 1 .4
The responses to this question indicated
that slight-
than half of the respondents rated the
program as
\
ly more
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excellent. Indeed, approximately 90% rated the program as
very good or excellent.
Figure 4.28, question #24, asked the participants to
rate the program as compared to other programs in which they
had participated.
Figure 4.28
Question #24. Compared to other programs that
I've experienced, I would rate
the program as
:
Raw %
no response 0 . 1 1 .4
a . excellent 1 . 48 66.7
b. very good 2. 15 20.8
c . f ai r 3. 4 5.6
d. poor 4. 1 1.4
e . not applicable 5. 3 4.2
According to this data, two-thirds of the respondents
rated the program as excellent, compared to other programs
in which they had participated. The collapsed a and b
scores indicated that approximately 88% of the respondents
felt that the program was very good or excellent. It was
interesting to note that only about 4% recorded the 5, or
"not applicable - this is the first training session I've
experienced" response, indicating that the population was
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not naive, or totally inexperienced as far as professional
training programs were concerned.
Question #28 asked if the participants intended to
use what they learned in the program in their schools or
places of employment by attempting to effect changes. It
was the only question on the instrument which attempted to
link participant behavior changes and the program. Of those
who answered this open-ended question which was stated, "Do
you intend, as a result of the program, to go back to your
school or place of employment and effect changes?", approxi-
mately 95% responded affirmatively while approximately 4%
replied negatively. The majority intended, as suggested by
this data, to attempt to apply new skills.
Question #30 asked, "Would you recommend this program
to others?" Out of 72 questionnaires returned, 68 replied
to this question. Of those, 58 said "yes," 8 said "yes with
changes," while only 2 said "no." The percentage breakdown
was as follows (Figure 4.29).
Figure 4.29
Question #30. Would you recommend this
program to others?
Yes 81%
No 11%
Yes, with changes 3%
No response 5%
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The overwhelming positive response spoke for itself
and continued to support the emerging image of the partici-
pants' strong positive feelings towards this program.
The last question explored here requested that the
participants identify for themselves any unintended outcomes
that occurred because of the program. What was meant by
unintended was anything that was not specifically a part of
the program in stated terms. The question, an open-ended
one, asked:
Question #33. Identify for yourself any unintended outcomes
that occurred because of this program.
Selected responses included:
"meeting with regional office and instituting
regional meetings to discuss programs we have,
on a monthly basis; this has never been done
before"
"I am leaving with the feeling of having been
and am a better woman and teacher"
"meeting helpful successful people - also an
intention to pursue graduate studies in or-
ganizational management"
"this is the beginning of a whole new life
for me"
"a real affirmation of myself as an emerging
person, as a leader and as a woman"
"closer ties with others in my profession"
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"learned more about myself and potential
for effecting change"
"all were unintended outcomes"
The outcomes mentioned ranged from personal enlight-
enment to professional and educational ambitions to profes-
sional development within the field.
Process/Content Observational Data
Process/content observers were present during every
session throughout the program. Their role was to observe
each session, noting facilitator effectiveness, content
completion, emergence of process -ori en ted issues and to
collect evaluation questionnaires. Each observer was to
complete an observational form for each session. The hope
was to compare observer data to participant data, looking
for similarities and/or differences in responses.
The proces s / con ten t observers' reports have not been
included in this study and were subsequently eliminated from
the evaluation design. The data became contaminated due to
on-the-spot rewriting of questionnaire items, sessions not
attended from the start to the finish, and statements from
the observers to the effect that they did not want to per-
form the observations. The result has been the deletion of
such information from the study.
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Summary
Selected results from two questionnaires were pre-
sented and discussed in this chapter. Data regarding facil-
itator effectiveness, program structure, and curriculum con-
tent were assessed and interpreted.
Results from the first questionnaire, the workshop
session questionnaire, were broken down to questions relat-
ing to facilitator effectiveness and participants' percep-
tions of the sessions. From the overall evaluation ques-
tionnaire were results relating to program development,
overall facilitator effectiveness, participant learning and
general perceptions of the program.
Results produced from both instruments were able to
be used by program planners for the decision-making which
surrounded the development and implementation of this and
future programs.
CHAPTER V
SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
The purpose of this study was to evaluate the de-
velopment and implementation of a pilot leadership train-
ing program for women. As a means of accomplishing this
goal, the study included designing appropriate mechanisms
for the collection of data, and the collection and report-
ing of data during the development and implementation
phases of the pilot program. The study was carried out
under the auspices of the Institute for Governmental Ser-
vices of the University of Massachusetts which was, at
that time, interested in developing such leadership train-
ing programs with State Department of Education sponsor-
ship. It was anticipated that as a result of this evalua-
tion, program planners would be provided useful data re-
garding leadership training with which to make recommenda-
tions for developing further training programs.
A review of evaluation was presented in Section 2 of
Chapter II. Also included in Chapter II was an historical
review of leadership theory and development, and a discus-
sion regarding women in leadership. The evaluation design
was presented in Chapter III, the presentation and analysis
of the data in Chapter IV.
I
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The definition of the leadership process was summed
up as the relationship between the leader and the follower
and/or the leader and the situation. This definition was
reached after a developmental process which began with the
work of Frederick Winslow Taylor and the scientific manage-
ment movement in the early 1900‘s. This trend was replaced
in the 1 920 ' s by the human relations movement and its best
known disciple, Elton Mayo. The Ohio State University
leadership studies represented another turning point in
leadership theory development by identifying two major
leadership dimensions: initiating structure and cons i dera-
tion . Blake and Mouton used the dimensions identified by
the Ohio State studies to develop the Managerial Grid which
attempted to measure attitudinal predispositions.
Situational leadership theory produced several in-
terpretations and models. The Leadership Contingency Models
developed by Fred E. Fiedler, took into account the lead-
er's personality and style and situational factors in the
leadership situation. The effective leader, according to
Fiedler, would be able to diagnose the favorableness of the
leadership situation so that the situation could be modi-
fied to the style of the leader. W.J. Reddin's 3-D Man-
agement Study presented a model that allowed for a variety
of styles that could be effective or ineffective as deter-
mined by the situation. Effectiveness was determined by
t
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the appropriate use of a style in a given situation. Life
Cycle Theory of Leadership, as conceived by Paul Hersey
and Kenneth Blanchard, emphasized the relationship of the
behavior of a leader and task relevant maturity of the fol-
lowers. Accurate detection of the task relevant maturity
of followers would determine the appropriate leadership
style for effective performance.
Educators have been using managerial grids to learn
more about their leadership behaviors, yet have often felt
problems regarding the use of grids designed primarily for
business and/or industry. To assist educational leaders
identify their leadership styles and using a situational
leadership approach, Sexton and Switzer developed an Educa-
tional Management Grid which identified two major styles,
authoritarian and developmental, representing opposite
poles on a continuum separated by a variety of administra-
tive behaviors: decision-making, conflict management,
group dynamics, motivational skills and communication.
What emerged clearly from these investigations was
the idea that there was not one leadership style that was
better than another. Rather, there were several styles
and effectiveness was determined by the appropriate use of
one style over another depending on the specific situation.
At this point, the discussion of leadership needed
to be continued in terms of functions and tasks. The
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authors reviewed in this section all agreed to certain
points. Planning, goal setting, organizing for action
and/or change were tasks held in common. Teamwork was em-
phasized as was decision-making, problem-solving and eval-
uation. Another area emphasized was interpersonal commun-
ication.
William Lassey viewed leadership functions in two
dimensions: task and maintenance. Task functions were re-
lated to selection and achievement of goals while mainten-
ance functions included providing emotional satisfaction.
Douglas McGregor emphasized skills and attitudes that could
be acquired. Belasco and Trice emphasized evaluation as a
crucial leadership function as a diagnostic tool for or-
ganizational analysis, and to improve effectiveness of ef-
forts. Hersey and Blanchard divided leadership into three
broad functions: technical, human and conceptual.
What all the authors reviewed held in common was the
concept that leadership is an active rather than passive
activity concerned with improving group processes, foster-
ing individual satisfaction and organizational productivity
The literature search produced a diversity of def-
initions of evaluation. In general, investigations pro-
duced several purposes for evaluation such as to aid in
planning, to aid in decision-making, to upgrade program
personnel, to improve programs for consumers, ensure
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accountability of expenditures, ensure continually improv-
ing processes and programs, thus affecting change.
Two styles of evaluation emerged, formative and
summative. Summative refers to "at end" evaluation, which
is outcome oriented while formative refers to "mid-way"
evaluation which tended to be more process oriented with
a clear relationship to the decision-making surrounding
that which was being evaluated. Formative evaluations'
relationship to decision-making in the change process was
for the purpose of illuminating areas where revision was
necessary while the opportunity still existed. Information
gathered during this type of evaluation would enable de’-
ci s i on-makers to make planning and development decisions.
While formative evaluation has often been character-
ized by informality, it does not mean that the evaluation
is imprecise. Data could be collected in many different
ways. Formative evaluation research was not experimental
research, therefore experimental designs were not appropri-
ate. Formative evaluation produced limited information
because of lack of genera 1 i zabi 1 i ty , its subjectivity and
lack of emphasis on outcomes.
In general, evaluation was seen as a method for ob-
taining information for decision-making, specifically re-
garding program planning and development, and implementa-
tion for the overall purpose of program improvement.
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Regarding women in leadership, many years of re-
search in the area of leadership traits and characteristics
has produced inconclusive results. Leadership behavior,
as discussed earlier, covered a range of skills that are
asexual. There was no leadership behavior more appropri-
ate to one sex over the other. Despite this, there were
many forces that came to bear on the issue of women as
leaders .
Women are placed in a double bind. To be considered
competent and mature, women must behave in a way that is
seen as socially unacceptable. Whether or not she believes
that s tereotype i
t
is societally pervasive and effects
women wanting to enter the management field.
Sex stereotyping and its implications was a barrier
hindering women's entry into management. Some of these
barriers included misconceptions about women's capabili-
ties despite no evidence that one sex is more capable, and
women's attitudes toward themselves. Women were not aspir-
ing to leadership because of internal constraints such as
self-defeating attitudes, lack of motivation, fear of suc-
cess and lack of role models, all part of women's sociali-
zation.
Organizational constraints were also barriers to
aspiring women. Research has found little organizational
support for women regarding hiring, recruitment or promotion.
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Leadership development programs have generally been
based on traditional management orientations from which
women were excluded. Therefore, leadership development
for women should focus on some women's issues in order to
affect existing organizational, societal and personal con-
straints.
Based on the evaluation research, a formative ap-
proach formed the basis of the evaluation design in order
for the data to reflect back on the development and imple-
mentation of the program. Information gathered was for
the purpose of further development of the Leadership
Training Program. Evaluation activities are outlined on a
Gantt Chart. (See Figure 3.2.) Activities were separated
into three phases: those activities representing program
development; those activities pertaining to program evalu-
ation; and those activities pertaining to design, adminis-
tration and analysis of evaluation data.
Two instruments were utilized: one instrument at the
end of each workshop session, and the second instrument
upon completion of the program. Questions on the instru-
ments related to various "decision situations" throughout
the development and implementation of the program.
The first questionnaire, administered at the end of
each workshop session, was designed to gather information
relative to facilitator effectiveness, instructional
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problems versus programmatic ones, and content usefulness
and importance. The questionnaire was made up of a series
of statements followed by a five-point scale from strongly
disagree to strongly agree, plus a non-appl i cable category.
Statements fell into three general areas: 1) statements
regarding workshop facilitator; 2) statements regarding
the session in general; and, 3) "I" statements regarding
the participants' reactions to the session. This question-
naire also included some open-ended questions dealing with
the participants' perceptions of their own learning.
The second questionnaire was administered at the
completion of the program and was designed to gather more
overall information including participants' reactions to
the content and structure of the program as well as antic-
ipated uses of new skills. The questionnaire was made up
of open-ended questions and multiple forced-choice ques-
tions.
Content/process observers were originally a part of
the evaluation design. They were present during the pro-
gram, however, the data collected by the observers was not
presented because of contamination.
The questionnaires were administered during the
pilot leadership development program, May 5-8, 1977.
Fol-
lowing administration of the questionnaires, the
forms
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were coded and prepared for keypunching and statistical
analysis performed.
There were 108 participants present at the leader-
ship development program. The population represented a
selected group of professionals in the field of home econ-
omics. Seven ty-th ree percent of the population were
middle and secondary school teachers, one percent were
university instructors, four percent were Regional Office
personnel, four percent represented professional organiza-
tions and eighteen percent were personnel from the State
Department, Occupational Education Division. The six
educational regions in the Commonwealth were represented
in the following way: Southeast Region--twenty-f i ve per-
cent; Northeast Regi on--twenty-four percent; Greater Bos-
ton Regi on--el even percent; Worcester Regi on-- thi rteen
percent; Springfield Regi on--fourteen percent and Pitts-
field Region--thirteen percent. Since the participants
were not selected randomly, there was no attempt made to
generalize the results beyond the group represented.
Data from seven workshop sessions were presented.
Those sessions were Leadership-Definition, Planning, Team
work, Organizing, Evaluation, Interpersonal Communication
and Your Leadership Style. Selected questions from the
workshop questionnaire were presented for discussion. Re
garding the data relative to facilitator effectiveness,
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most of the respondents replied positively when asked to
consider instructional skills and behaviors of facilitators.
This was very clearly demonstrated by consistent "5" or
"strongly agree" responses to the facilitator effective-
ness in the sessions on Leadership-Definition and Style,
Teamwork, Organizing and Interpersonal Communication. Fa-
cilitator effectiveness in the Planning workshop was viewed
positively but not as strongly as in the other sessions,
"4", or "agree", characterizing the most frequent response
employed. Facilitator effectiveness in the Evaluation
workshop was not seen as clearly as in the other sessions.
Responses to facilitator effectiveness in this session
were characterized by even distribution and many neutral
(3) responses.
In general, the responses to facilitator effective-
ness established a trend which held true when examining
the responses to the session and participants' perception
of their learning. In the sessions on Leadership-Defini-
tion and Style, Planning, Teamwork, Organizing, and Inter-
personal Communication, participants reported the sessions
to be provocative, appropriate and useful. Respondents
articulated what they felt they had learned and what new
skills they had acquired. Again, the responses on the
Evaluation session were characterized by even distribution
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suggesting a continuum of responses from positive to
negative
.
Data from the overall evaluation questionnaire were
selected and presented because of its relationship to pro-
gram development, facilitator effectiveness, participants'
overall perception towards their individual learning and
the program in general.
Participants felt that the program was adequate in
length of time, generally well paced and balanced, util-
ized effective combinations of instructional methods and
presented information that was useful in terms of occupa-
tional applications.
Major strengths of the program were seen by the
participants as the planning and organization of the pro-
gram, most of the facilitators, and choice of topics.
Weaknesses of the program were enumerated as not enough
time, and the inclusion of the consumer issues. Partici-
pant recommendations for programmatic changes included
lengthening the program in order to have more workshops in
leadership behavior, organizing and interpersonal communi-
cation.
In general, participants rated the program highly,
both compared to other programs they had experienced and
based on their own goals. Eighty-one percent of the par-
ticipants felt that they could recommend the program to
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others as was presented. The participants were also able
to identify for themselves perceived unintended outcomes
that ranged from personal enlightenment to professional
and educational ambitions to professional development with-
in the field.
Conclusions
From the preceding information in Chapter IV, the
following conclusions have been reached regarding the
Leadership Institute for Home Economics Teachers:
1 . The quality of the instruction was perceived
to be almost uniformly excellent . The data
indicated that most of the facilitators were
consistently rated highly for their instruc-
tional skills.
2 . The curriculum content was perceived to be
appropriate and useful for the par ticular
group of participants . Questionnaire state-
ments relative to usefulness of material
presented received positive ratings from
participants as well as support from the
experts in the field who reviewed the cur-
r i cu 1 um
.
3 # The structure and schedule of the
program
was perceived to be gener ally balanced.
The majority of the respondents found the
program well paced and well scheduled.
177
4 • The physical surroundings, rooms and meals
had an effect on the participants' perceptions
of the quality of the program
. Open-ended
comments suggested that participants are
aware and affected by the nature of the
facility.
5 . Participants separated facilitator ineffec-
tiveness from content . Despite some ambiv-
alently viewed instruction, participants
still understood the need for the content.
6 . The participants perceived that they had
acquired new skills as a result of the pro-
gram . They were able to state new skills
acquired as well as potential areas for
implementation of new skills.
7 . Process/content observers need to be trained
in the specific type of observation required.
One conclusion to be reached from the obser-
vation data contamination was that personnel
involved were not experienced enough in the
observation method required.
Recommendations for Further Program Development
A goal of this study was to provide data to program
developers with which they could contribute to decision-
making regarding the development and implementation of fu-
ture leadership training programs for women. Based on
the
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above described conclusions, the data gathered at the
pilot training program, and the "decision situations"
outlined In Chapter III, the following recommendations
were made:
I. Regarding the curriculum content:
A. Changes in the topics offered are not
recommended. The topics themselves were
viewed by participants as useful and
important to their work.
B. Within specific topics, however, the
following curriculum content suggestions
are made:
1. P 1 anni ng--The relationship between
planning and leadership needs to
be more fully explored.
2. Leadership Style--The participants
desired more time to explore the
practical applications of the
leadership theory being presented.
3. Eva 1 ua ti on--The issues of accounta-
bility and evaluation needed closer
examination.
179
II. Regarding the structure and schedule of the
program:
A. The first day of the workshop was too
tightly scheduled. There needed to be
contingencies for programs running over-
time. Participants reported extreme
fatigue. It would probably be better
not to plan an after supper session.
B. The length of time of some of the work-
shops might have been longer, such as
in Your Leadership Style and Inter-
personal Communication. However,
instead of lengthening the session,
the evaluator recommends back-up or
second sessions in those two areas.
C. For future planning, the evaluator sug-
gests more unscheduled time to allow
for informal participant exchange.
III. Regarding the physical surroundings:
A. The breakout meeting rooms were very
small and lacked adequate furniture.
These meetings need to be held in
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larger rooms to avoid cramping the
participants into too small a space.
B. There was general confusion in the
dining room at supper time. The pre-
arranged credit system was not as or-
ganized as hoped and the dining room
was unprepared for the numbers of
people. For future planning, the
evaluator suggests a meal voucher
system utilizing local restaurants
as well as the hotel, or, allow for
participants to make their own supper
provisions.
C. Participants suggested that a full
breakfast be served because of the
pace of the conference.
Investigator's Considerations
It was not a goal of this study to report in gen-
eralizable terms about women's leadership training pro-
grams. However, several general issues can be inferred
from some of the data gathered, the literature review,
and the conclusions reached.
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1.
Women want and need to be involved in leader-
ship development. The number of women enter-
ing management-related jobs is increasing
rapidly and those women deserve the benefits
that leadership training could provide. With
this in mind, formal leadership development
programs for women are viable and useful.
It is interesting to note that when the Leader-
ship Institute for Home Economics Teachers was
announced, the p re -reg i s tra ti on had to be
closed after five days due to over registration.
The audience is clearly there for these pro-
grams .
2. Leadership behavior is not sexually described.
There is little evidence to suggest that
leadership behaviors are more appropriate for
one sex than the other. The behaviors them-
sel ves are asexua 1
.
3. Sexual stereotyping affects women as leaders.
Women's socialization processes hinder their
professional development. Not only are their
own attitudes toward themselves affected, the
stereotyping affects women's abilities to
182
influence others or the organizations of
which they are a part,
4. The lack of role models for women entering
the leadership field is very noticeable. In-
deed, the literature search conducted for
this study as well as comments from partici-
pants at the Leadership Institute support
that statement. More role models need to be
created to do that; more women have to be
visible in leadership roles. However, there
is a second issue which could emerge as a
result of the role model discussion. There
are women who have successfully attained leader
ship status and there are women who are very
knowledgeable about leadership. Bring these
women who have "made it" into the lives of
those who want "to make it" and allow one to
learn from the other. Participants at the
Leadership Institute alluded to that point
specifically when they commented about the
facilitators and program organizers being role
models for them. The conference was developed
and organized by women, presented by women,
and all but one of the facilitators were women
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Therefore, not only do leadership develop-
ment programs need to be organized for women,
women need to participate in the development
and the instruction of such programs. However,
leadership development for women does not nec-
essarily exclude men. Men in the leadership
field have a great deal to offer aspiring wo-
men. They have a working knowledge of the
field, the skills and competencies necessary
for success, and need not be excluded.
5. A discussion of leadership development for
women, organized and taught by women, presents
a third issue which needs to be examined;
namely, the role of "women's issues" in such
programs. Research has shown that leadership
behaviors are not sexually oriented. Yet,
there are societal issues that affect a leader
ship situation that do deal with men and women
Not only are there societal or external con-
straints affecting women, there are, as well,
the internal constraints which act as barriers
to advancement. Internal constraints such as
women's fear of behaving assertively or fear
of success need to be addressed directly as
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well as addressing society's stereotyped
images. The literature review indicated
that women's attitudes toward themselves
often are the largest barriers women must
confront. If this is indeed so, it would
appear logical to conclude that leader-
ship development for women must include
dealing with these issues if change in
these areas is to be encouraged.
Formal leadership development is necessary for wo-
men. Not only must specific leadership skills and compe-
tencies be acquired, it is also necessary to address the
issues of stereotyping and societal attitudes if change
is to occur to allow women access and success in leader-
shi p rel ated roles .
Recommendations for Future Research
There are several potential research areas that
have emerged as a result of this study that might contrib-
ute to the body of literature in the field of women in
leadership.
Certainly the issue of feminine or androgynous
leadership styles will be a forerunner in the research
area. To be androgynous is to be able to openly express
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a full range ‘of behaviors from maintenance oriented ones
to task oriented ones, whether one is female or male.
The relationship of androgyny to leadership development
suggests behavioral options for women and men, specifical-
ly when dealing with the stereotyping process that sur-
rounds leadership issues.
Another potential area for research might be the
study of the protege or mentor system and its implications
for women in management fields. The men tor/mentee process
has been one traditional development route for persons de-
sirous of climbing the professional ladder to managerial
ranks. The review of literature did not reveal this pro-
cess as one which was available or recommended for women.
Only one author, Kanter, suggested this system as an alter-
native to women. Questions to be asked here might include,
"What are the general implications of such a system for
women?" "Why has this system, which is known to be suc-
cessful, been thus far unavailable?" and Is it a promis-
ing developmental alternative for women?"
Other areas for future research fall into the eval-
uation research category regarding leadership development
programs, such as the Leadership Institute evaluated in
this study.
The long-range effects of leadership training need
to be examined closely for the purpose of assessing 1)
the
186
validity of the content covered; and, 2) the effects on
the participants' behavior.
Another possible research project might be behavi-
oral in nature with emphasis placed on outcome and long
range behaviors. What do recipients of training programs
know at the end of training that they did not know at the
start of the training program? A second part of this re-
search area could be investigations into the issue of lea-
dership training programs as a vehicle for bringing more
women into management and whether training of this type
prepares women for management roles.
.
Research has already demonstrated that attitudes
play a major role in the issue of women in leadership in-
sofar as the stereotypes which exist inhibit women's pro-
fessional growth. Attitudes held by women about themse.l ves
and their own abilities as well as societal attitudes must
be examined further and more comprehensively since those
internal and external constraints are referred to as bar-
riers to progress in professional development.
Potential research may also emerge from some of the
general conclusions and recommendations generated in this
dissertation, such as examining the importance of role
models in leadership development for women.
The broad issues with which this dissertation has
been concerned are leadership, stereotyping and change
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specifically as concerned with women. As women move Into
new roles, they probably experience anxiety, anger, con-
fusion, curiosity, delight and liberation. As men experi-
ment, as they will have to, with expanding their tradition-
al boundaries, they will probably experience similar feel-
1 ngs .
What Is happening to women In leadership development
has Implications for the organizations In which they work.
Organizational members will need to ready themselves to
engage in re-education around these transitions and the
organizations will need to re-examine the assumptions upon
which most organizational behavior Is based. From these
examinations and educational processes, changes In Insti-
tutional climate and relationships within the Institution
can be expected as they head In the direction of Increased
power and mutuality.
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LEADERSHIP
Thursday, May
5:00-7:00 p.m
6:00
7:30-9:30
9:30
Friday, May
8:15-8:45 a.
8:45-9:00
9:00-10:30
10:40-12:10
INSTITUTE FOR HOME ECONOMICS TEACHERS
May 5-8, 1977
Sheraton-Regal Inn
Hyannis, Massachusetts
PROGRAM
5
Registration and Check-in
Reception/Cash Bar - Tiara Room
Dinner - Tiara Room
Welcome - Maurice A. Donahue, Director
Institute for Governmental
Servi ces
- Kathleen Gilligan, Department
of Education, Division of
Occupational Education
- Janet Owens, Director of Spec-
ial Programs, Institute for
Governmental Services
- Judith Liffman, State Depart-
ment of Education, Division of
Occupational Education
Keynote Speaker - Tanya Kaye, Consumer
Reporter, Channel 7,
Boston
Reception
Coffee and Danish - Prince John Room
Introduction to Leadership Institute -
Prince John Room - Groups A,B,C - Rima
Miller
Leadership: Women, Roles, Issues - Groups
A
,
B
,
C - Dr. Sylvia Carter
Consumer Economics: Concepts, Goals and
Objectives - Groups A,B,C - Dr. Aurelia
Miller
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12:15-1:15 p.m. Lunch/Luncheon Address - Dr. Thomas
McClain, Institute for Governmental
Services; Mr. Paul Parks, Secretary of
Educational Affairs
1:15-3:15
Breakout Meetings
Planning for Change - Group A - Needs
Assessment, Setting Goals and Objec-
tives, Task Analysis
Barbara Brown
Organizing for Change - Group B - Force
Field Analysis, Strategies and Imple-
mentation
Dr. Cheryl Stone
Team Work - Group C - Team Effectiveness,
Team Work in Schools
John Beck
3:30-5:30 Planning - Group B
Organzing - Group C
Team Work - Group A
DINNER
7:30-9:30 Planning - Group C
Organizing - Group A
Team Work - Group B
9:30-10:00 Process/Content Observation
Elizabeth Chase
Dr, Marcia McCann
Susan Schragle
Saturday, May 7
8:30-9:00 a.m. Coffee and Danish - Prince John Room
9:00-10:00 Evaluation: Whys and Wherefores/Concepts
and Purposes - Groups A,B,C
Gwen Moore
10:00-12:00
Breakout Meetings
Interpersonal Communication - Group A
Dr. Carol Weiss
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o o 0 1 CO o Classroom Activities - Group B
Develop Consumer Economic Activities
for the Classroom
Dr. Ruth Lauroesch, Dr. Aurelia Miller
o o 0 1 o o Evaluation - Group C - Program Evaluation
Techniques
Gwen Moore
oo1ooCM LUNCH
ooCO1oo
Breakout Meetings
Interpersonal Communication - Group B
1 : 00-2 : 30 Classroom Activities - Group C
ooCMoo Evaluation - Group A
3:15-5:15 Interpersonal Communication - Group C
3:15-4:45 Classroom Activities - Group A
3:15-4:15 Evaluation - Group B
4:30 Process Feedback/ I nformal Assessment
Group B
5:00 Process Feedback/Informal Assessment
Group A
5:30 Process Feedback/Informal Assessment
Group C
DINNER
Sunday, May 8
9:30-10:00 a.m. Coffee and Danish - Prince John Room
10:00-12:00 Your Leadership Style: Self-Diagnosis-
Groups A,B,C
Dr. Sylvia Carter
12:00-1 : 00 LUNCH - Coronet Room
1 : 00- 2 : 00 Where do we go from Here? Groups A,B,C
Rima Miller
2:00-3:00 Regional Meetings
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IMPORTANT SCHEDULE CHANGE!
Sunday, May 8
Coffee and Danish 8:30-9:00 AM
Your Leadership Style, Sylvia Carter 9:00-11:00 AM
Where do we go from Here?, Rima Miller 11:00-11:30 AM
Luncheon 12:00-1 :00 PM
IT WAS A PLEASURE TO HAVE YOU AT THIS WEEKEND. WE HOPE
THAT YOU WILL TAKE BACK TO YOUR SCHOOLS NEW SKILLS AND
ENTHUSIASM WITH WHICH TO BEGIN TO IMPLEMENT CHANGES
DESIRED!
APPENDIX B
QUESTIONNAIRES
Workshop Session Evaluation
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Quest ionna ire
Workshop Session - Check One
Leadership : Roles & Issues
Economic Foundations of
Consumer Education
Planning
Organizing
Team Work
Group - Check One - A
,
B
,
C
Evaluation (large session)
Classroom Activities
Interpersonal Communication
Evaluation (small group)
Your Leadership Style
Section I of this questionnaire contains 27 statements related either to
teaching skills and behaviors of the facilitator in this session, and
statements related to your reactions to the session. Read each state-
ment and indicate your response by selecting one of the following
answers
:
1 = strongly disagree
2 = disagree
3 = neutral
4 = agree
5 = strongly agree
NA = did not seem applicable in this session
Beside each statement, record one of the above responses. Use the NA
category in those cases where an item was essentially absent, but that
absence did not make the session ineffective,
CIRCLE ONLY ONE NUMBER
1 . The facilitator explained session objectives. 1 2 3 4 5 NA
2. S/he developed ideas in a thorough manner
within given time frames.
1 2 3 4 5 NA
3. S/he summarized the major points of dis-
cussion at the end of the session.
1 2 3 4 5 NA
4. The facilitator held the attention of the
group when presenting.
1 2 3 4 5 NA
5. S/he built rapport with the group. 1 2 3 4 5 NA
6. S/he asked thought-provoking questions. 1 2 3 4 5 NA
7. S/he answered questions clearly and concisely. 1 2 3 4 5 NA
8. S/he explored to see if group understood
material.
1 2 3 4 5 NA
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9. The facilitator aroused interest in the
material
.
1 2 3 4 5 NA
10. S/he kept the discussion focused on the
topic at hand.
1 2 3 4 5 NA
11. S/he stimulated participants to think. 1 2 3 4 5 NA
12. The facilitator recognized when participants
were bored and took steps to correct the
situation.
1 2 3 4 5 NA
13. S/he related personal experiences of the par-
ticipants to concepts, skills and ideas
that were discussed.
1 2 3 4 5 NA
14. S/he provided examples to show the importance
of the subject matter.
1 2 3 4 5 NA
15. S/he adjusted comments and activities accord-
ing to the abilities of the participants.
1 2 3 4 5 NA
16. S/he explained the practical value of the
topic
.
1 2 3 4 5 HA
17. S/he seemed well versed in the subject matter. 1 2 3 4 5 NA
18. Material was presented in a logical fashion. 1 2 3 4 5 NA
19. The session covered material that I already
know and understand.
1 2 3 4 5 NA
20. The ideas presented are applicable to my
present occupational situation.
1 2 3 4 5 NA
21. The session made me think. 1 2 3 4 5 NA
22. The session met my individual needs. 1 2 3 4 5 NA
23. The session was allotted enough time. 1 2 3 4 5 NA
24. Activities were well integrated. 1 2 3 4 5 NA
25. Ideas were explained in clear and helpful
ways
.
1 2 3 4 5 NA
26. I found the ideas presented difficult to
understand
.
1 2 3 4 5 NA
27. I learned new and useful information in
this session.
1 2 3 4 5 NA
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In this section, we would like you to indicate what you learned from
this session that you found useful and valuable.
1. From what activity in this session did you learn the most?
2. What new skills or ideas did you learn in this session?
Leadership Institute Evaluation Questionnalr
e
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This questionnaire contains statements concerning the overall evalua-
tion of the program you just completed. The purpose is to provide the
program developers with specific information on strengths and weakness-
es of the sessions and to provide suggestions on how we might improve
the content and structural format to better meet your needs. It is not
necessary to indicate your name anywhere on the questionnaire. Because
of the purposes of this evaluation, we encourage you to be as careful
and honest in your responses as possible.
1. I found that three days of training was:
a. enough time for me to learn some new things and as much
as I could handle.
b. much too long to be effective for me.
c. too little time to really be effective for me.
2. Was there too much packed into some of the days? If so, which
days?
3.
Was there not enough going on some days? If so, which days?
4.
Were the days generally well paced and balanced?
5. The facilitators were well versed in the subject matter.
a. all facilitators were
b. most were
c. some were
d. few were
6. The facilitators were effective in teaching me.
a. all facilitators were
b. most were
c. some were
d . few wer
e
7. The sessions would be more effective if there were more:
a. lectures
b. discussions
c. role plays/exercises
d. simulations
e. not applicable - very effective combination
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8. The sessions would be more effective if there were less:
a. lectures
b. discussions
c. role plays/exercises
d. simulations
e. not applicable - very effective combination
9. In terms of my work, the information I gained during the program:
a. will be very useful
b. will be fairly useful
c. will not be very useful
d. will be more clear later
10. In terms of my work, the information gained during the program:
a. will be easy to apply
b. will be somewhat difficult to apply
c. can only be applied in part
11. If you answered c in question #10, which parts cannot be applied?
For the next group of questions, please indicate your responses with
the appropriate number.
1. Leadership: Roles and Issues
2. Economic Foundations of Consumer
Education
3. Planning
4. Organizing
5 . Team Work
6. Evaluation (large session)
7 . Classroom Activities
8. Interpersonal Communication
9. Evaluation (small group)
10.
Your Leadership Style
12. I felt the following sessions could have used a more knowledgeable
facilitator:123456789 10 NA
13. I felt that I could have learned more in the following session(s),
but the facilitator was an ineffective teacher for me:123456789 10 NA
14. The training could have been more effective for me if we had
spent more time on:123456789 10 NA
15. And less time on:
1 2 3 4 5 6 7 8 9 10 NA
16. The training could have been more effective for me if we had
more information on:
1 2 3 4 5 6 7 8 9 10 NA
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17. The training could have been more effective for me if we had less"
information on:123456789 10 NA
18. From what session did you learn the most?
19. What new skills and ideas did you learn in this program?
20.
Of these, which do you think will be most applicable in your
present occupational situation?
21.
What sessions do you think should have been covered that were not?
22.
What sessions were included that should not have been in the
program?
23. Based on what I needed to learn, overall, I would rate the
program as:
a. excellent
b. very good
c. fair
d. poor
24. Compared to other programs that I’ve experienced, I would rate
the program as:
a. excellent
b. very good
c. fair
d. poor
e. not applicable - this is the first training program that
I’ve experienced
25. What do you think are the major strengths of the program and/or
facilitators?
26.
What do you think are the major weaknesses of the program and/or
facilitators?
27.
Specifically, in what ways might the program be changed to
better meet your needs?
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28. Do you intend, as a result of the program, to go back to your school
or place of employment and effect change?
29. If yes, what do you hope to change?
30. Would you recommend this program to others?
31. What were your expectations for this program?
32.
Were they met?
33.
Identify for yourself any unintended outcomes that occurred
because of this program.
34.
Do you have any comments on this questionnaire or other
questionnaires you received?
Participant Information
Check One
Employment
:
Teacher Junior Senior High
_
University Faculty
Administrator
Regional Office Personnel
State Department Personnel
_
Other
Sex
:
Female
Male
Region
:
School Northeast
__
Worcester
_
Greater Boston
Southeast
Springfield
_
Pittsfield
Years in present job:
1-3 years
3-6 years
6-9 years
9 or more
Thank you for your participation.
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Dear Process Observer:
Enclosed is a rating sheet and a check list. The rating sheet
relates to specific teaching skills and behaviors as well as inter-
actions between facilitators and participants. The check list re-
lates to specific content covered in each session. We are concerned
about the nature of the learning taking place and we want to know
what material seems to be covered.
There are 22 items in this instrument. The occurrence category
can be used to count the frequency of the behavior or skills. The
rating is as follows:
1 = strongly disagree
2 = disagree
3 = neutral
4 = agree
5 = strongly agree
Beside each item, record one of the above responses. Circle only one
number. There is also space provided for comments.
Content Check List/Outline
The Content Check List is to be completed at the end of the
session. It should be used to emphasize observations that you feel
are important, to elaborate on comments for which there wasn't room
on the rating sheet, to summarize the tracking of the content done
on the content outlines or to note those things which may not have
been recorded on either the content outline or the rating sheet.
For each session that you observe you will be given an outline of
the content that the facilitator intends to cover. You will be asked
to note which of the content areas are addressed, which are skipped,
what is added and what is deleted. You may note this in any way you
choose on the outline and then summarize this on the Content Check
List.
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CONTENT CHECK LIST
1.
What concepts were covered? Include any that were added. (As ap-
propriate you may simply refer to the number, letter of the concept
as indicated on the outline,)
2.
What part of the content was emphasized?
3.
What was the content of the questions asked?
4.
Were they addressed?
5.
Were they part of the topic or off the topic?
6.
Does participant restate idea that shows she understands and re
lates it to her own experiences?
7.
Was the facilitator ineffective?
8.
Was the session ineffective?9.
If yes, who, why and what made it ineffective?
APPENDIX C
INFORMAL EVALUATION FEEDBACK
FROM PROGRAM PARTICIPANTS
O)
V
New Bedford Public Schools
NEW BEDFORD, M VSSXCHUSETTS 02740
DR. GERARD E. SMITH
Supmniendenc
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q
O PAUL RODRIGUES
q j Deputy Superintendent
ASSISTANT SUPERINTENDENTS
LUCILLE R. CARON. Special Service*
DR. EDMOND P. DONLAN. Pmonnel Service*
CONSTANTINE NANOPOUl.OS, Butineu Service*
GRACE FREY, Adminivuatite Avvituni
JOHN COSGRAVE. Adminiurative Auburn
June 8, 1977
Ms. Rima Miller
Institute for Governmental Services
Middlesex House
Amherst, Mass. 01023
Dear Rima:
Congratulations on the great co-ordinating job that produced such
a superior conference as the Leadership Institute.
The speakers and leaders were outstanding and inspiring.. I prompt-
ly put into practice a format for my department to expedite curri-
culum writing. The main idea for the format came from Gwen;
Moore's "Parts Process." My teachers were happy to see. how much
easier this approach was in organizing the ideas they wished to
implement.
It gave me a good feeling to observe bright woman in leadership
training roles. You and your team have served as fine leadership
models for the benefit of the participants.
In closing, I wish to thank you for the opportunity to have par-
ticipated in a learning experience which has enriched me both per-
sonally and professionally.
May you have more successful ventures.
Sincerely
Clara H. Crosson
Department Head - Home Economics
C/imb
OMERYILLE 215HIGH SCHOOL
SOMERVILLE, MASSACHUSETTS 02145
81 HIGHLAND AVENUE
Telephone 666-3700
Kay 12,1977
WILLIAM L. FASCIANO
Htadmasttr
ANTHONY V. FEDELE
Viet Htadmasttr
JOHN J. GARTLAND
Assistant to Htadmasttr
Is. Rina Miller
Institute for Governmental Services
Middlesex House
University of Massachusetts
Amherst, Massachusetts
Dear Rina
:
The recent "Leadership Institute for Home Economics" at the Sheraton
Regal in Hyannis was the most stimulating and enriching experience that
I have had the opportunity of participating in during my professional life.
Looking back over the conference these were my observations:
1. The choice of speakers was excellent.
2. Having such capable women role models as speakers was invaluable.
3,. The conference content was superior, tightly knit and
very well presentee
k. The leadership role of teachers has been sadly neglected in the past.
The conference went far toward filling tais void.
x The odd of'tunity to meet other teachers from various regions
was helpful.
^ In June°of this year several of the Greater Boston
region will have a
meeting at my school to strengthen the contact among
regional members.
6. I left the conference feeling very good about
myself and about my
profession.
Thank you for making this opportunity available.
I hope that similar
programs will develop in the future.
Rima, if this conference is just the "tip of
and organizational skills you wil_
urofessional endeavors in the future.
of your planning
st in your
vSincerely
,
,
Janet M. Wierzbicki
Denartment Head
Home Economics
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May 18, 1377
Doctor Gregory Andrig
Commissioner, Department of Education
132 Tremont Street
Eoston, MA 02111
Dear Doctor Andrig:
It was my great pleasure to participate in the Institute for Lead-
ership presented by the University of Massachusetts from May 5 to
9. I want to alert you to the benefit that this conference had on
r.e and the effect it will have on me in the future. It has given
me new skills and ideas for performing my duty as Department Chair-
man in my school. It also had a residual effect of providing r.ew
materials for my own teaching in the classroom.
Rima Miller, the coordinator, and all of the instructors and speak-
ers, performed in a most professional manner; they had done their
’’homework,” and gave the utmost of themselves.
Sincerely yours
Jean S. Parker, (Mrs.)
Chairman of slome Economics
cc David Crcnin
Rima Miller
sms
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Gloucester Public Schools
telephone
GLOUCESTER. MASSACHUSETTS 01930
6i7-aat-2B?a
^SUPERINTENDENT
GEORGE P. LANE, ED. D.
^ ASST. SUPERINTENDENT
IHERBERT J. WOSTREL
GLOUCESTER HIGH SCHOOL
William W. Genkil.
Rina Miller
Institute Tor Governnental Services
Middlesex House
Anherst, Massachusetts 01003
ASSISTANT SUPERINTENDENT
FDR SPECIAL NEEDS
Donald A. Nichoti, Ed. D.
ADMINISTRATIVE ASSISTANT
FOR ADMINISTRATIVE SERVICES
Vidor M. Anido
May 10, 1977
Dear Rina,
The purpose of this letter is to thank you, personally, for the
tine and effort you, so obviously, put in to what I consider the best
workshop I have attended in a 20-year teaching career. My onlv
disatisfaction was with my personal inability to use all that was there.
And, lest you find that statement obscure, you must remember that
getting the most from this sort of activity" is a lesson that needs
to be reviewed for some class room teachers. But, so much for my
inadequacies.
Each of the facilitators, chosen, exhibited an obvious amount
of preparation for his or her role, an understanding of the issues,
and a presentation-style worthy of emulation.
Dr. Sylvia Carter, Mr. Paul Parks, Dr. Carol V/eiss, Dr. Cheryl
Stone, and Dr. Aurelia Miller were superb] It was a pleasure and
a privilege to be part of their work groups.
The friendships made with fellow teachers in the Northeast
District and association linkage with State Department Team Leader,
Dina. Hamilton, from the Northeast, are valuable resources.
Again, THANK YOU, for your excellent planning, choice of site,
outstanding program and "plain hard work".
Sincerely yours.
Barbara F. Bradstreet
Coordinator for Home Economics
May 11, 1977
Ms. Rima Miller
Program Coordinator
Leadership Institute for
Home Economics Teachers
Institute for Governmental Services
Middlesex House
Amherst, MA 01003
Dear Rima
:
Thank you for including me in
Home Economics Teachers which
The program
relevant to
I have been
content was well-
current needs in
to in four years
the L
was h
organ
i
the f
with t
ead ership Ins titute for
eld on May 5- 8 in Hyann
zed
,
substant i ve and
eld . It was the best c
he Department of Educat
nf
on
erence
As a result of regional grouping, we have formed a most enthusiastic
Home Economics Program and Professional Development Committee for
the Northeast Region.
You are to be commended for a job well done.
Sincerely
,
Dina G. Hamilton
Occupational Education
Specialist

